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Abstract 
 
This study aims to evaluate a Scandinavian approach to outdoor learning, which 
is used LQ WKH8.7KHDSSURDFKNQRZQDV µ)RUHVW6FKRRO¶ LQYROYHV FKLOGUHQ
and young people spending regular time in natural woodland working on 
practical projects. Forest School promotes a child-led ethos, so children are 
encouraged to choose their own activities (Forest School Association, 2013). 
 
A Realist Synthesis (Pawson, 2006) was undertaken to develop an 
understanding of how Forest School works, according to existing research. 
Features of the context, change mechanisms and outcomes were abstracted to 
form a set of hypotheses. In line with a Realistic Evaluation (Pawson and Tilley, 
1997), these hypotheses were tested through a case study of Forest School 
involving 14-16 year old pupils with special educational needs (SEN). Drawing 
on interview, observation, questionnaire and documentary evidence, the initial 
programme specification was refined through thematic analysis (Braun and 
Clarke, 2006) to create programme specification 2. Participants checked this in 
a Realist Interview (Pawson and Tilley, 1997) and a final programme 
specification was produced.  
 
The final programme specification presents findings through context + 
mechanism = outcome configurations. The study extends existing research by 
finding that Forest School can support confidence, social skills, language and 
communication, motivation and concentration, physical skills, knowledge and 
understanding of the world and emotional well-being and behaviour in young 
people aged 14-16 with SEN. The study further indicates that Forest School 
works differently for different pupils, depending on their individual 
characteristics. Strategies for best practice were illuminated which may be 
useful to other Forest School practitioners, such as a high level of adult practical 
skills. The evaluation has implications for professionals working with young 
people as it highlights how Forest School can promote positive outcomes for 
some young people aged 14-16 with SEN.   
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Chapter 1. Introduction 
 
This thesis presents research undertaken during the second and third year of a 
Doctorate of Applied Educational Psychology (DAEP) at the University of 
Nottingham, while working in a West Midlands Local Authority (LA) as a Trainee 
Educational Psychologist (TEP). The crux of the current study is to evaluate a 
Scandinavian approach to outdoor learning, known in the United Kingdom (UK) as 
µ)RUHVW6FKRRO¶ 
 
A scientific realist perspective is taken and Realist Synthesis (Pawson, 2006) is used 
as a method of reviewing the extant relevant literature to extract the existing 
understanding of how Forest School may work. The available literature is based 
predominantly on research with pre-school and primary age pupils, so a Realistic 
Evaluation (Pawson and Tilley, 1997) investigates the extent to which these findings 
apply to a small group of 14-16 year old pupils who attend a special school within a 
West Midlands LA.  
 
1.1 Researcher Identity & Background to the Study 
On reflection, an interest in the potential of outdoor experiences to impact upon child 
development stemmed from a variety of personal and professional experiences. 
Childhood memories of playing happily alongside peers in natural environments may 
have played a role in triggering this professional interest, particularly as awareness 
JUHZRIWKHSRWHQWLDOWKUHDWVWRFKLOGUHQ¶VH[SHULHQFHVRIRXWGRRUSOD\VXFKDVWKHXVH
of computer games, loss of green spaces and parental restrictions due to safety 
concerns (Edgington, 2002; Louv, 2005; Gill, 2011).  
 
An interest in working with children who have special educational needs (SEN) also 
developed, particularly how creative and flexible adaptations to the environment 
and/or curriculum may support engagement and inclusion (Lloyd, 2007). Experience 
of working as a teaching assistant (TA) in a special school meant I supported a range 
of alternative curriculum programmes for pupils aged 7-16 with emotional and 
learning needs. These programmes often utilised outdoor environments which seemed 
to facilitate positive relationship building between staff and pupils, something I 
hypothesised to be important when working to engage vulnerable pupils.  
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Later, as a mainstream Key Stage 1 (KS1) teacher, I was offered the opportunity to 
WUDLQDV D µ)RUHVW6FKRRO/HDGHU¶ )6/ This training enabled me to deliver weekly 
Forest School for pupils aged 5-11, which continued for three years. Pupils and staff 
generally enjoyed attending Forest School and there were opportunities for curriculum 
OLQNV DQG WR QRWLFH SXSLOV¶ VWUHQJWKV ZKLFK PD\ Qot have been so apparent in an 
environment placing greater value on academic achievement. However, this 
understanding did not develop beyond anecdotal experiences and ceased after 
enrolling on the DAEP.  
 
As part of my current role as a TEP I provide psychological services to ten schools 
including primary schools, a secondary academy and a secondary special school. The 
VHFRQGDU\VSHFLDOVFKRROUHIHUUHGWRDVµ2DN6FKRRO¶WRSURWHFWSDUWLFLSDQWDQRQ\PLW\
invests in alternative curriculums to provide bespoke educational packages for its 
pupils. One of the alternative curriculums on offer is Forest School, which has been 
SURYLGHGIRU WKHSDVW ILYHDFDGHPLF\HDUVIRUVRPHRI2DN6FKRRO¶V<HDUDQG
pupils. Due to prior experience of Forest School with mainstream primary pupils, I 
was instantly intrigued to learn more about the pupils who go to Forest School, their 
experience of the programme and whether or not it improves pupil outcomes. I was 
also particularly interested in the potential of Forest School to promote inclusion and 
maximise engagement and learning for young people with SEN, which is a priority for 
work as a TEP.  
 
Aside from personal interests and values as a TEP, I was eager to contribute to the 
knowledge base of the Educational Psychology Service (EPS) who currently supervise 
my training. Forest School occurs across this LA in a myriad of ways, i.e. either on or 
off school grounds, with leaders who may or may not be school teachers and with 
heterogeneous groups of children. A research proposal was presented to the Principal 
Educational Psychologist (PEP) and a panel of Senior Educational Psychologists 
(SEPs) who agreed the proposal whilst highlighting key areas for further 
consideration, such as the use of photographs to illustrate contextual features of the 
programme (where pupil and parent informed consent is gained). Interestingly, the 
PEP and SEPs all knew of several schools in the LA using Forest School, and felt that 
evaluation was required due to a limited evidence base, despite a high investment in 
the programme. Developing evidence-based practice (EBP) is a key function of a 
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scientist-practitioner such as an Educational Psychologist (EP) (Hoyos, 2012), 
therefore undertaking an evaluative study of Forest School was thought likely to 
VXSSRUWWKHGHYHORSPHQWRIWKHUHVHDUFKHU¶VVNLOOVDVDQ(3DVZHOODVFRQWULEXWLQJWR
the LA and Forest School evidence base. 
 
1.2 Rationale and Aims of this Evaluation 
The role of an EP often involves supporting children indirectly through the adults 
working with them (Conoley and Conoley, 1990). This has unavoidably influenced 
this evaluation, which subsequently aims to gain information about how a Forest 
School programme works, so that practitioners can make use of this information. 
Research which focuses solely on the outcomes of Forest School for a small group of 
participants will not be generalisable or particularly useful to other settings because of 
failing to gain detail about how the programme may have caused any outcomes. 
Therefore, an approach able to capture this information was sought. 
 
As a researcher I consider that there is value in understanding causality through a 
rigorous methodology whilst simultaneously considering and accounting for the 
impact of contextual factors which are embedded within real world contexts (Robson, 
2011), and which will inevitably be encountered in an applied psychology career. 
Therefore, an epistemology of scientific realism (Pawson and Tilley, 1997) appears the 
best fit to my own values as a researcher and applied psychologist. Using a Realistic 
Evaluation framework (Pawson and Tilley, 1997) within this epistemology to support 
the understanding of ³what works for whom in which circumstances´ (Pawson and 
Tilley, 1997, p.86) will therefore meet the aims of this evaluation.  
 
1.3 Overview of the Thesis 
Chapter 2 gives a brief historical account of the education system in the UK including 
how and, to some extent, possible reasons why outdoor education and specifically 
µ)RUHVW6FKRRO¶KDVEHFRPHHPEHGGHGLQVRPHSDUWVRIWKLVV\VWHP$FRPSUHKHQVLYH
and critical account of the existing available research and theory underpinning Forest 
School in the UK is presented and factors in this literature relating to the context, 
mechanisms and outcomes are extracted to form an initial programme specification 
(Pawson, 2006).  
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Chapter 3 describes and justifies the epistemology and methodology used in this study 
before Chapter 4 presents the findings and gives key data extracts which illustrate how 
evidence has been used to refine the initial programme specification developed in the 
Realist Synthesis. Chapter 5 provides a discussion of the findings, methodological 
limitations, areas for further research and implications of the findings for professionals 
working with children and young people. Finally, Chapter 6 offers concluding 
reflections on the research journey.  
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Chapter 2. Forest School: A Realist Synthesis 
 
2.1 Introduction 
Through working as a Trainee Educational Psychologist (TEP) in a West Midlands 
/RFDO $XWKRULW\ /$ , KDYH SURYLGHG SV\FKRORJLFDO VHUYLFHV WR µ2DN 6FKRRO¶ QDPH
changed to protect participant anonymity). Oak School is a special school which 
provides alternative provisions for young people who have Special Educational Needs 
(SEN). One alternative curriculum on offer for Key Stage 4 (KS4) pupils at Oak School 
is a form of outdoor education promoting a child-led approach, known in the UK as 
µ)RUHVW6FKRRO¶ )RUHVW6FKRRO$VVRFLDWLRQ)6$7KLVVWXG\DLPV WRHYDOXDWH
the Forest School programme commissioned by Oak School, starting with a review of 
the literature and existing Forest School evidence base.  
 
2.2 Structure of the Realist Synthesis Literature Review 
The literature review is structured in two key parts. Firstly, a brief historical and 
theoretical account of child vs. adult-directed education in the UK is offered and it is 
suggested that outdoor environments can facilitate experiential learning. Outdoor 
education is briefly explored, including theoretical underpinnings and what is learned 
from research into outdoor learning with children in the UK. A Scandinavian approach 
of regular child-led outdoor learning is discussed, leading into the Realist Synthesis. 
The second part of the literature review defines the Danish programme of child-led 
RXWGRRUOHDUQLQJNQRZQLQWKH8.DVµ)RUHVW6FKRRO¶DQGVHWVLWDSDUWIURPRWKHUIRUPV
of outdoor education. Research into the impact of Forest School on children and young 
people in a variety of UK contexts is presented, summarised and critiqued and then 
LQIRUPDWLRQ IURP WKLV UHVHDUFK LV GUDZQ RXW WR IRUP D µSURJUDPPH VSHFLILFDWLRQ¶ D
process unique to Realist Synthesis (RS). RS is an increasing popular alternative to a 
systematic literature review (Rycroft-Malone, McCormack, Hutchinson, Decorby, 
Bucknall, Kent, Schultz, Snelgrove-Clarke, Stetler, Titler, Wallin and Wilson, 2012) 
and the application of RS to the Forest School research is described and justified below. 
 
2.3 A Realist Synthesis (RS) of Forest School Research 
The extant research into Forest School was sourced by searching databases for papers 
containing relevant terms (outlined in search strategy below). As would occur in a 
typical literature review, relevant papers are described and critiqued to give a current 
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account of the impact of Forest School on child development. However, within a RS, 
theories are also generated from the existing literature by deconstructing current 
research findings to develop a detailed understanding of the programme by considering: 
 
x  What is it about the programme which might produce change? 
x  Which individuals, subgroups and locations might benefit most readily from the 
programme? 
x  Which social and cultural resources are necessary to sustain the changes? 
(Pawson and Tilley, 1997, p. 85) 
 
Therefore, information within the existing Forest School research will be extracted to 
GHYHORSDµSURJUDPPHVSHFLILFDWLRQ¶ZKLFKSURYLGHVDVHWRIK\SRWKHVHVZKLFKEHJLQV
to address the points above and attempts to explain in detail how Forest School works 
(Pawson, 2006). A programme specification presents the outcomes of a programme 
alongside how features of the programme context set up mechanisms of change (Pawson 
and Tilley, 1997). Table 2.1 presents how contextual features set up conditions for 
mechanisms to produce an outcome, using igniting gunpowder as an example.  
 
Table 2.1 Illustration of a Context + Mechanism = Outcome Configuration (C+M=O) 
(adapted from Pawson and Tilley, 1997) 
        Context           +             Mechanism             =                Outcome 
Gunpowder is dry, 
compacted and  
sufficient in amount. 
Oxygen is present.  
Heat is applied. 
 Chemical reaction occurs                 Explosion 
 
Pawson and Tilley (1997) propose that the formula (C+M=O) can provide a framework 
for evaluating social programmes, which attempt to understand the multitude of aspects 
influencing how a programme works. Rather than only focusing on the outcomes of 
social programmes, RS is also concerned with establishing ³why a program works, for 
ZKRPDQGLQZKDWFLUFXPVWDQFHV´ (Pawson and Tilley, 1997, p. xvi). However, existing 
research, which has approached Forest School with a different theoretical framework, 
will vary in the amount of information it presents relating to contexts, mechanisms and 
outcomes: 
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³some studies will be relatively revealing about underlying mechanisms, some will 
concentrate on outcomes, others may describe context in depth. The review is 
concerned with juxtaposing the evidence as, for instance, when one study provides the 
process data to make sense of the outcome pattern noted in anotheU´ 
(Pawson, 2006, p. 74) 
 
Therefore, the programme specification developed from reviewing the existing Forest 
School literature will reflect elements of the context, mechanisms and outcomes, drawn 
from a variety of sources. RS is an alternative to a traditional systematic review, but 
comparable in terms of robustness (Pawson, 2006) and a bedfellow to the method of 
HYDOXDWLRQ XVHG LQ WKLV VWXG\ µ5HDOLVWLF (YDOXDWLRQ¶ 5( 3DZVRQ DQG 7LOOH\ 
The RS will provide information to inform the RE research questions, by highlighting 
gaps in existing research, for example in terms of the methodologies or participant 
groups used. A more detailed description and justification of the epistemology and 
methodology chosen for this research is provided in chapter 3.  
 
2.3.1 Search Strategy 
The following databases were searched to offer a comprehensive account of the research 
into Forest School: 
 
 
 
 
 
The terms used as keywords in this search were: 
x ³)RUHVW6FKRRO´ 
x ³)RUHVW(GXFDWLRQ´ 
x ³:RRGODQG6FKRRO´ 
x ³:RRGODQG(GXFDWLRQ´ 
x ³'DQLVK6FKRRO´ 
 
Details of the relevant Forest School research papers found (n=20), including a brief 
summary are presented in appendix 8.1. The Danish terms used in the literature review 
VHDUFKVWUDWHJ\µ6NRYERUQHKDYH¶DQGµ8GHVNROH¶XQIRUWXQDWHO\UHYHDOHGVWXGLHVZKLFh 
x Medline 
x PsychInfo 
x Science Direct 
x Web of Science 
x Embase 
x Google Scholar 
x Google 
x ³'DQLVK(GXFDWLRQ´ 
x ³2XWGRRU(GXFDWLRQ´ 
x ³2XWGRRU/HDUQLQJ´ 
x ³SkovborQHKDYH´'DQLVK)RUHVW.LQGHUJDUWHQV)  
x ³Udeskole´ (Danish Outdoor Education)  
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were only published in Scandinavian languages and inaccessible for accurate review 
(e.g. Bentsen, Mygind and Barfoed Randrup, 2008; Droscher-Nielson, 2006). 
 
2.3.2 Method of Review 
All accessible and relevant Forest School literature will be used to shape the initial 
program specification as part of the RS (Pawson, Greenhalgh, Harvey and Walshe, 
2004), but evidence which is deemed more methodologically sound will be drawn more 
heavily upon. Therefore, it is important that all research studies are examined critically 
DQG*RXJK¶V:HLJKWRI(YLGHQFH:R(IUDPHZRUNSURYLGHVDKHOSIXOWRROIRU
supporting the process of ³DSSUDLVLQJ WKH FRQWULEXWLRQ WKDW HDFK RQH PDNHV WR WKH
developing V\QWKHVLV´ (Pawson, 2006, p. 87). Gough (2007) suggests there are three 
review criteria (A,B,C) which lead to an overall assessment (D) of the quality and 
DSSURSULDWHQHVV RI D UHVHDUFK SDSHU 7DEOH  RXWOLQHV *RXJK¶V  IUDPHZRUN
which supports the review process. 
 
Table 2.2 Gough (2007) Weight of Evidence Framework 
Weight of Evidence 
Criteria 
              Implications for current review 
A ± quality of  
research to draw 
conclusions 
Research which has been peer-reviewed and published is likely 
to offer more robust evidence to shape C+M=O development.  
Research which takes steps to reduce potential bias and increase  
the trustworthiness of findings is deemed higher quality.  
B ± appropriateness 
of the evidence and 
relevance to  
participants in  
current study 
Research conducted within the past 10 years is likely to be more 
relevant to the RE due to reflecting a more current use of Forest 
School in the UK. UK research into Forest School with young  
people within the age ranges of 12-16 years old and who have 
SEN is highly relevant to this research due to similarities with  
pupil participants.  
C ± relevance to  
research question 
In order to provide evidence for the development of a  
programme specification, the literature must attempt to explain  
how the programme works, with reference to context and  
mechanisms, as well as outcomes (Pawson and Tilley, 1997).  
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*RXJK¶V  :R( IUDPHZRUN 7DEOH  ZDV XVHG WR VXSSRUW WKH 56 WKURXJK
drawing more heavily upon high quality research which is relevant to the case study 
participant group. However, as Forest School is not well represented in published 
literature (Swarbrick, Eastwood and Tutton, 2004), information from less rigorous 
studies was also included in order to provide sufficient information to develop an initial 
programme theory. Despite this potential threat to validity, the RE methodology 
(Pawson and Tilley, 1997) encourages testing and refining of theories as an iterative 
process. Therefore, if the programme specification from the RS draws upon findings of 
poor quality research which prove unsupported by the data collected in the RE, then 
these initial C+M=O configurations can be discarded as part of the refinement process, 
and will not pose a further threat to validity (Pawson and Tilley, 1997).  
 
This section has intended to provide essential information explaining how the existing 
Forest School research has been reviewed in this RS. The following section now returns 
to the starting point of the literature review, which aims to present a brief historical 
discussion of child-led vs. adult led education, with a focus on child-led outdoor 
learning. Forest School will then be introduced as a form of child-led outdoor learning 
and research focusing on the impact of Forest School in the UK will be presented and 
used to develop an initial programme specification (Pawson, 2006).  
 
2.4 Child-led versus Adult-directed Learning in the UK 
Since the UK government passed the Education Act (1870) making education of 
children aged 5-13 compulsory, there has been debate about the best way to educate 
children and young people (Gillard, 2011). This debate revolves primarily around what 
should be learnt and the extent to which education should be delivered within a teacher 
centered or learner-centered paradigm (McManus, 2001). Early compulsory UK 
HGXFDWLRQ W\SLFDOO\ FRQFHQWUDWHG RQ WKH µWKUHH 5V¶ UHDGLQJ ZULWLQJ DQG DULWKPHWLF
(Gillard, 2009). In contrast, the Hadow Reports (Hadow, 1926; 1931) recommended 
that teachers provide experience and activity within education, and these 
recommendations were written into legislation within the Education Act (1944). 
However, this legislation also introduced competitive testing for places in Secondary 
Grammar schools via the administration of the 11+examination (Tomlinson, 2005), and 
therefore teachers continued to focus on adult-directed teaching of core subjects to 
support success in the exam (Galton, Simon and Croll, 1980).  
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The 1960s saw a period of more child-led education, supported by the Plowden Report 
(Central Advisory Council for Education (CACE), 1967), which had similarities to the 
Hadow Reports (Hadow, 1926; 1931). This experiential approach is thought to facilitate 
learning because knowledge develops from abstract to concrete concepts, due to the 
continual testing of knowledge through experiences (Kolb, 1984). Lewin (1943) 
proposed that behaviour is a function of a person in their environment and feedback is 
gained through experience, which enables individuals to evaluate the consequences of 
their actions. Dewey (1897) posited that experiential learning supports maturation due 
to its ability to transform impulses into considered actions and Piaget (1976) also 
acknowledged that a child is active in its environment (Piaget, 1976).   
 
Despite the support from aforementioned psychologists and educationalists, the 
experiential approach of the 1960s was short-lived, possibly due to the lack of 
SUDFWLWLRQHU XQGHUVWDQGLQJ RI µKLJK TXDOLW\¶ FKLOG-led education (Cree and McCree, 
2012). By the late 1960s the UK government proposed that a higher standard of 
education required more formal teaching methods, and this became embedded in 
legislation in the 1980s (Education Act, 1986, no.2). Classroom-based and adult 
directed education prevailed, particularly when the Education Reform Act (1988) set out 
the first centrally controlled UK curriculum. A revision of the National Curriculum 
(Department for Education and Employment (DfEE), 1999) meant some of the content 
was reduced but the curriculum remained prescriptive and allowed UK teachers little 
freedom (DfEE, 1999). This was in contrast to other countries, such as Denmark and 
Finland, which have better educational outcomes than the UK (Office for Standards in 
Education (OFSTED), 2003).  
 
In the current UK education system the benefits of experiential learning are recognised 
for children under 5 (DfE, 2012). However, when children in the UK become statutory 
school age teaching becomes more formal and adult-directed, possibly due to the 
pressures on teachers for academic results (Shields, 2010). This occurs despite recent 
primary curriculum reviews (The Cambridge Primary Review, 2011; Rose, 2009) 
advocating the use of experiential learning for children throughout their primary years.  
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7KH FXUUHQW JRYHUQPHQW¶V QHZ 1DWLRQDO &XUULFXOXP 'I( ) for school-aged 
children, due to be implemented from September 2014, has been developed by drawing 
on education systems in top-performing countries (DfE, 2011). One of these named top-
performing countries is Finland (DfE, 2011), where the curriculum includes regular 
experiential learning opportunities (OFSTED, 2003). Although this level of experiential 
learning is not an explicit requirement of the new UK curriculum (DfE, 2013), it 
SURSRVHVWKDW³There is time and space in the school day and in each week, term and 
\HDU WR UDQJH EH\RQG WKH QDWLRQDO FXUULFXOXP VSHFLILFDWLRQV´ (DfE, 2013, 3.2). This 
suggests that UK teachers should have time to deliver activities outside the statutory 
curriculum and could therefore include experiential activities within the timetable. 
 
In summary, formal classroom-based and adult-led education has historically been 
presented as the answer to comparatively low UK educational standards, but has not 
provided the desired results (Gillard, 2009). Therefore, it is argued that some 
experiential learning should be considered for statutory-age children in the UK within 
the new curriculum (DfE, 2013). The following section explores the use of outdoor 
environments to facilitate this experiential approach, as part of a ³EDODQFHGFXUULFXOXm 
GLHW´(Gill, 2011, p.20) for children in the UK.  
 
2.5 &KLOGUHQ¶V([SHULHQFHVRI2XWGRRU/HDUQLQJLQ(GXFDWLRQ 
The potential of outdoor environments to facilitate learning is not a new concept, 
LOOXVWUDWHG IRU H[DPSOH LQ 5RXVVHDX¶V  HDUO\ ZULWLQJV about effective education. 
Outdoor environments have been central to the learning environments in early 
Kindergartens (Froebel, 1912), nurseries (McMillian, 1919; Montessori, 1967) and 
Steiner schools (Steiner, 1947). Despite the efforts of these early educationalists, many 
present-GD\ ZULWHUV KDYH H[SUHVVHG FRQFHUQ DERXW FKLOGUHQ¶V ODFN RI RSSRUWXQLW\ IRU
play in the outdoors (Rickinson, Dillon, Teamey, Morris, Choi, Sanders and Benefield, 
2004; Louv, 2005; Waters and Begley, 2007), and the poor practice or missed 
opportunities when outdoor activities are on offer (Bilton, 2010; Maynard and Waters, 
2007). 
 
7KHGHFOLQH LQ IUHTXHQF\RIFKLOGUHQ¶VRXWGRRUSOD\ LV OLNHO\ WREHGXH WRDYDULHW\RI
social changes (Gill, 2011) such as the popularity of computer games (Public Health 
England (PHE), 2013) and parental concerns about abduction, which are often fuelled 
 21 
by the media (Edgington, 2002). Concern about the lack of opportunities for children to 
engage in experiential learning may have led to support for this within the previous 
*RYHUQPHQW¶Vµ/HDUQLQJ2XWVLGHWKH&ODVVURRP0DQLIHVWR¶ (LOtCM) (Department for 
Education and Skills (DfES), 2006). Although the LOtCM was not a statutory 
document, its publication by the government at the time suggested some commitment to 
more learning outside the classroom (DfES, 2006), which was also encouraged by 
OFSTED (2008).  
 
7KH/2W&0GHILQHVµRXWGRRUOHDUQLQJ¶DV³the use of places other than the classroom 
for teaching and learning´'I(6S7KLVGHILQLWLRQGRHVnot therefore propose 
WKDW µRXWGRRU OHDUQLQJ¶ KDV WR EH DFWXDOO\ RXWVLGH 7KLV ODFN RI FODULW\ PD\ PHDQ WKDW
outdoor learning is construed differently by different professionals, ranging from 
teachers implementing lessons away from the usual classroom, to outdoor adventure 
DFWLYLWLHV VXFK DV µ*R $SH¶ *R $SH  %RWK RI WKHVH H[DPSOHV DUH OLNHO\ WR
provide at least some experiential learning, but the frequency of lessons outside depends 
on the particular teacher and outdoor adventure programmes tend to be one-off or short 
term (Knight, 2009; Donnelly, 2013). The lack of clarity in the LOtCM (DfES, 2006) 
ZKHQGHILQLQJ µRXWGRRU OHDUQLQJ¶DQG WKH IDFW WKDW LWGRHVQRW IHDWXUHH[SOLFLWO\ LQ WKH
new curriculum (DfE, 2013) suggests that outdoor learning is not currently well 
defined, despite governmental claims of drawing on educational systems in top 
performing countries which use a regular experiential outdoor approach (DfE, 2011; 
OFSTED, 2003; Bentsen et al, 2009). 
 
2.6 Theory and Research Underpinning Outdoor Learning  
The thinking of the aforementioned educationalists (Rousseau, 1762; Froebel, 1912; 
6WHLQHU  VXSSRUWV WKH µ%LRSKLOLD K\SRWKHVLV¶ .HOOHUW DQG :LOVRQ  ZKLFK
suggests that people have an innate affinity to be part of the natural world, and that 
destruction of the environment and other factors which reduce the relationship between 
humans and nature may have detrimental consequences for quality of life (Kellert and 
Wilson, 1993). Public Health England (PHE, 2013) found a significant negative 
association between time spent accessing computer games and wellbeing, suggesting 
that more time spent on activities away from technology is beneficial. This may be 
particularly pertinent in a time when there are concerns about the mental health of 
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children and young people, as research suggested that 10% of 5-15 year olds in the UK 
KDYHDµPHQWDOGLVRUGHU¶0HOW]HU*DWZRRG*RRGPDQDQG)RUG 
 
The reported positive effect of being in environments away from technology may be 
explained to some H[WHQW E\ µ$WWHQWLRQ 5HVWRUDWLYH 7KHRU\¶ Kaplan, 1995), which 
suggests that urban environments can cause attention to fatigue, but this can be restored 
when attention is not effortful. Non-effortful attention occurs when individuals are 
intrinsically fascinated and opportunities for this are particularly suited to a natural 
environment (Herzog, Black, Fountaine and Knotts, 1997). Restorative effects are 
GHILQHGDVµWHQGLQJWRUHVWRUHVWUHQJWKRUKHDOWK¶2[IRUG(QJOLVK'LFWLRQDU\DQG
exposure to a natural environment can provide greater restorative effects than exposure 
to urban environments or relaxation techniques (Hartig, Mang and Evans, 1991). Faber 
Taylor and Kuo (2009) also found that young people with Attention Deficit 
Hyperactivity Disorder (ADHD) showed significantly enhanced levels of concentration 
after exposure to nature in comparison to other environments, further supporting the use 
of natural environments to restore attention. 
 
Natural environments may have cognitive as well as restoratiYHEHQHILWVDV*DUGQHU¶V
(1999) theory of multiple intelligence includes naturalistic intelligence and suggests that 
children need opportunities to learn about the outdoors and can succeed in this aspect of 
learning, even if they are less able in other areas of intelligence. Outdoor learning 
provides opportunities for children to socialise with peers and adults (Rickinson et al, 
2004) which, according to Vygotsky (1978), is key to cognitive development, ³HYHU\
IXQFWLRQLQWKHFKLOG¶VFXOWXUDOGHYHORSPHQWDSSHDUVWZLFHILUVWRQWKHVRFLDOOHYHODQG
ODWHURQWKHLQGLYLGXDOOHYHO´(Vygotsky, 1978, p. 58).  
 
9\JRWVN\¶V  WKHRU\ RI VRFLDO OHDUQLQJ VXJJHVWV WKDW D FKLOG OHDUQV ZLWKLQ WKHLU
zone of proximal development (ZPD) and that more knowledgeable others mediate this 
learning through offering support when required. This suggests that learning is 
supported by social interaction, which occurs frequently during free play (Moyles, 
2010) and which can be IDFLOLWDWHG E\ D QDWXUDO RXWGRRU HQYLURQPHQW 2¶%ULHQ DQG
Murray, 2005). Therefore, children are likely to benefit from access to natural 
environments in groups to support their emotional (Kaplan, 1995), social (Moyles
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2010) and cognitive development (Gardner, 1999; Vygotsky, 1978) and also to fulfill 
their innate need for a relationship with the outdoors (Kellert and Wilson, 1993).  
 
In a review of 150 studies examining fieldwork visits, outdoor adventure and outdoor 
school or community projects, Rickinson et al (2004) found that outdoor education 
promotes increased knowledge and skills, social development, enhanced confidence, 
improved health and physical development and a positive change in attitude. The 
National Wildlife Federation (2010) also found that outdoor learning supported positive 
EHKDYLRXU DQG \RXQJ SHRSOH¶V PRWLYDWLRQ WR OHDUQ 7KLV VXSSRUWV 5HHG  ZKR
IRXQGWKDWRXWGRRUDFWLYLWLHVLPSURYHGSXSLO¶VEHKDYLRXUDQGKHOSHGWRUHGXFHUDWHVRI
pupil exclusions from school, which has increased in the UK (Gordon, 2001). However, 
it must be acknowledged that this research (Rickinson et al, 2004; The National Wildlife 
Federation, 2010) received funding from organisations with potentially vested interest 
in publishing positive findings, so these conclusions should be treated cautiously.  
 
$VDIRUHPHQWLRQHGµRXWGRRUOHDUQLQJ¶DSSHDUVWRUHSUHVHQWDYDULHW\RIDFWLYLWLHVIURP
lessons in a different location from the classroom to outdoor adventure (e.g. Go Ape, 
2014). Clearly, not all outdoor learning opportunities use natural environments or 
promote child-led learning, and according to Bilton (2010) these may not therefore be 
FRQVLGHUHG µKLJK TXDOLW\¶ RXWGRRU H[SHULHQFHV %LOWRQ  %LOWRQ  DQG &UHH
(2009) describe high quality outdoor learning as involving children and staff talking as 
equals with the child only seeking adult help when required to meet their purposes. 
However, these views appear to be based on opinion and anecdotal evidence rather than 
research. Although practitioner views could be considered high value due to their 
position to know the children involved and note changes, anecdotal case studies are 
considered less reliable than research which takes steps to reduce threats to validity 
(Aslam, Georgiev, Mehta and Kumar, 2012).  
 
The following section turns the focus to Scandinavia, where the quality of life and 
educational outcomes are better than the UK (OFSTED, 2003; Organisation for 
Economic Co-operation and Development (OECD), 2013) and where regular, child-led 
outdoor education is embedded within the curriculum for young people, often 
throughout their educational career. 
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2.7 Outdoor Learning in Scandinavia  
In Scandinavia there is a cultural commitment for children to experience regular (often 
daily) child-led opportunities to learn in the outdoors, throughout their time in education 
(OFSTED, 2003; Williams-Siegfredsen, 2012; Bentsen, Mygind and Randrup, 2009; 
Bentsen et al, 2010). Many young children in Denmark experience regular use of the 
outdoors in all weathers when they DWWHQG µ6NRYERUQHKDYH¶ )RUHVW .LQGHUJDUWHQ
(Williams-Siegfredsen, 2012). There has also been a push for Danish young people aged 
7-16 to experience a day a week or fortnight on curriculum-related tasks in natural 
environments (Bentsen et al, 2009). In Denmark, this experience is known as 
µ8GHVNROH¶2XWGRRU(GXFDWLRQ$QDWLRQDOVXUYH\RIQ 'DQLVKVFKRROVIRXQG
WKDW  SUDFWLFH µ8GHVNROH¶ ZLWK D IXUWKHU  SODQQLQJ WR LQWURGXFH D FRPSXOVRU\
weekly outdoor experience within the next three years (Bentsen et al, 2009). In a review 
RIWKH6FDQGLQDYLDQOLWHUDWXUHRQµ8GHVNROH¶SXEOLVKHGLQ(QJOLVK%HQWVHQHWDO
cites findings which include increased physical activity, more explorative language and 
increased positive social interactions. However, the studies are only briefly summarised 
and rely heavily on case study reports. 
,Q'HQPDUNWKHUHLVDVRFLDOSHGDJRJ\RUµZD\RIOLIH¶NQRZDVµIULOXIWVOLY¶WUDQVODWLQJ
WR µIUHVK DLU OLIH¶ :LOOLDPV-6LHJIUHGVHQ  7KH HIIHFWV RI µIULOXIWVOLY¶ PDy be 
reflected in an overall review of population well-being as, according to the OECD 
(2013) Denmark is 7
th
 RQWKHµ%HWWHU/LIH,QGH[¶IRUHGXFDWLRQDKHDGRIWKH8.th). 
The following seven pedagogical principles of educational practice in Denmark are 
supported by the use of outdoor environments (Williams-Siegfredsen, 2012). 
1. $KROLVWLFDSSURDFKWRFKLOGUHQ¶VOHDUQLQJDQGGHYHORSPHQW 
2. Each child is unique and competent 
3. Children are active and interactive learners 
4. Children need real-life, first-hand experiences 
5. Children thrive in child-centered environments 
6. Children need time to experiment and develop independent thinking 
7. Learning comes from social interactions 
                                                                            (Williams-Siegfredsen, 2012, p. 9) 
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These seven principles reflect the ideology of influential thinkers such as Rousseau 
(1762), Vygotsky (1978) and Froebel (1912) and mirrors some of the messages within 
the LOtCM (DfES, 2006), with the emphasis on real-life experiences. In order to learn 
more from Danish practice, a group of staff from Bridgewater College, Somerset, 
YLVLWHGD'DQLVKµ6NRYERUQHKDYH¶LQDQGVXEVHTXHQWO\WKHLGHDRIUHJXODUVHVVLRQV
in a woodland for young children was introduced to the UK (Bridgewater College, 
 2¶%ULHQ DQG 0XUUD\  7KH WHUP µ)RUHVW 6FKRRO¶ LV XVHG KHQFHIRUWK WR
describe this approach (Williams ± Siegfredsen, 2012; FSA, 2013).  
 
2.8 Definition and History of Forest School in the UK 
Since the Bridgewater College visit to a 'DQLVKµ6NRYERUQHKDYH¶%ULGJHZDWHU&ROOHJH
2013) there has been growing interest in Forest School LQWKH8.2¶%ULHQDQG0XUUD\
SRWHQWLDOO\OLQNHGWRWKHLQFUHDVLQJFRQFHUQRYHUOLPLWDWLRQVLQFKLOGUHQ¶VRXWGRRU
play (Louv, 2005; Maynard, 2007a). Forest School sites are developing across the UK 
(Gill, 2011); in 2006 it was reported that there were approximately 140 Forest Schools 
LQ WKH 8. 2¶%ULHQ DQG 0XUUD\  DQG VLQFH WKHQ PDQ\ PRUH )RUHVW 6FKRRO
Leaders (FSLs) have been trained (Ritchie, 2010). Early years and primary aged 
children in the UK most commonly access Forest School (Knight, 2011a), however 
some secondary and special provisions are beginning to use the approach with their 
young people (Knight, 2011a; Archimedes Training, 2011a; 2011b). 
 
Forest School is a unique method of outdoor education where children or young people 
spend regular time in a woodland area on self-initiated activities (FSA, 2013). 
$FFRUGLQJ WR &UHH  )RUHVW 6FKRRO LV ³fundamentally different in its pedagogy´
(p.23) to other forms of outdoor learning because adults stand back and act as a 
µIDFLOLWDWRU¶QRWDVD µWHDFKHU¶7KLVPD\EHFKDOOHQJLQJIRUDGXOWVXVHG WR WHDFKLQJ WR
particular objectives (Maynard, 2007a) and Cree (2009, p.23) acknowledges that it takes 
³JUHDWFRXUDJH´ to step back and facilitate. Forest School is defined as: 
 
³DQ LQVSLUDWLRQDO SURFHVV WKDW RIIHUV FKLOGUHQ \RXQJ SHRSOH DQG DGXOWV UHJXODU
opportunities to achieve, and develop confidence and self-esteem through hands-on 
learning experLHQFHVLQDZRRGODQGHQYLURQPHQW´ 
           2¶%ULHQDQG0XUUD\S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In order to access theVH µKDQGV-RQ OHDUQLQJ H[SHULHQFHV¶ VXFK DV shelter building, fire 
lighting or the use of sharp tools, pupils must have engaged with some skill-based 
teaching. However, once shown these key skills children decide how they choose to 
spend their time at Forest School, as the practitioners involved recognise the benefits of 
play (Moyles, 2010). Indeed, there are links between the Forest School ethos and 
principles of play therapy, as both suggest that children need independence and self-
direction to be themselves which is facilitated by a therapeutic relationship with a FSL 
(Axline, 1947) and having responsibility for their own development (Landreth, 2002).  
 
There is a specific set of criteria which need to be met before outdoor learning can be 
considered a Forest School (FS), outlined as follows by the FSA (2013): 
 
 FS is a long-term process of regular sessions, rather than a one-off or infrequent 
visits; the cycle of planning, observation, adaptation and review links each session. 
 FS takes place in a woodland or natural environment to support the development of a 
relationship between the learner and the natural world. 
 FS uses a range of learner-centered processes to create a community for being, 
development and learning. 
 FS aims to promote the holistic development of all those involved, fostering resilient, 
confident, independent and creative learners. 
 FS offers learners the opportunity to take supported risks appropriate to the 
environment and to themselves. 
 FS is run by qualified Forest School practitioners, who continuously maintain and 
develop their professional practice.               (FSA, 2013) 
 
The FSA was formed in 2012 as a national governing body for Forest School and is a 
source of information for training, resources, news and information. Knight (2011b) - 
who is part of this governing body - states that: 
³)RUHVW6FKRROLVRQWKHFXVSRIEHFRPLQJDUHVSHFWHGDQGHVWDEOLVKHGLQWHUYHQWLRQLQ
schools for all ages of children and young people, as well as moving out into the 
FRPPXQLW\DVDZD\RIZRUNLQJZLWKYXOQHUDEOHJURXSV´           (Knight, 2011b, p. 590) 
 
.QLJKW¶VEYLHZVXJJHVWVWKDWPRUHUHVHDUFKDQGGHYHORSPHQWLVQHHGHGWRWDNH
the Forest 6FKRROPRYHPHQWDZD\IURPWKHµFXVS¶DQGLQWRWKHUHDOPRIHVWDEOLVKHGDQG
respected practice, if indeed that is where it belongs. In order to develop an evidence 
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base for Forest School and, in particular, outcomes for children and exactly how they 
are supported by Forest School, robust research activity is required. The following 
section aims to present the existing Forest School research and illuminate any gaps in 
the existing evidence base, which might be filled by the current study.  
 
2.9 The Forest School Realist Synthesis (RS) 
The previous section has aimed to present an account of the development of outdoor 
learning opportunities for children in the UK and some of the theory and research which 
may underpin this. The following account aims to focus on reviewing the research with 
has specifically addressed Forest School, as defined by the FSA (2013) criteria. 
*RXJK¶VIUDPHZRUNZDVDSSOLHGWRHDFKVWXG\WRHVWDEOLVKKRZHYLGHQFHZRXOG
be used to develop the initial programme specification (appendix 8.2).  
 
With the aim of developing some order to the RS, the available literature will be 
presented in approximate ascending order of target participant age. This is also likely to 
reflect the research chronology, as Forest School in the UK was first used with early 
\HDUV SXSLOV WR UHIOHFW LWV XVH LQ 'DQLVK µSkovborQHKDYH¶ .QLJKW E :LOOLDPV-
Siegfredsen, 2012).  
 
2.10 Research and Evaluations of UK Forest School with Early Years Children 
Massey (2004) conducted a participatory case study to evaluate the Forest School 
experience for 8 children aged 3-4 years old attending an independent nursery. This 
small scale study observed the children at Forest School over one academic year and 
gained information through structured observations with video recording, interviewing 
children, staff, Forest School leaders and parents and pre-post programme 
questionnaires to parents. Massey (2004) highlighted key themes from the data to 
illustrate the perceivHGFKDQJHVLQWKHFKLOGUHQ¶VOHYHOVRIVNLOODQGGHYHORSPHQW 
 
Findings suggest that children appeared to develop positive relationships with peers and 
adults, were observed working more as a group and considering the needs of others. 
Forest School provided opportunities for children to develop social interaction skills, 
such as asking others for help when moving heavy objects (Massey, 2004). Massey 
QRWHGWKDWRYHUWLPHFKLOGUHQ¶VTXHVWLRQVEHFDPHPRUHVSHFLILFDOWHULQJIURP
VWDWHPHQWV ³ORRN DW WKLV´ WR TXHVWLRQV ³LV WKDW OLNH D EDGJHU"´ ± referring to a fox 
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being nocturnal). The Forest School environment seemed to provide a real context for 
language use and vocabulary development and children appeared to develop confidence 
in self-initiation and choosing. The balance of adult support and self-initiated activities 
led children to consider risk taking and a safe risk-taking environment was created 
EHFDXVH VXSSRUWLYH DGXOWV GLGQ¶W LQWHUIHUH WRR HDUO\ EXW PDGH ULVNV DSSDUHQW WR WKH
children and provided small and achievable tasks (Massey, 2004).  
 
Massey (2004) further indicated that children demonstrated perseverance for a sustained 
amount of time on projects they were motivated to complete and adults at Forest School 
were able to assess the childUHQ¶VVNLOOVDQGXQGHUVWDQGLQJ LQDGLIIHUHQWZD\0DVVH\
(2004) also highlights some of the contextual features of Forest School, including a 
child-led approach, which is useful for the programme specification development. 
However, no detailed summary was offered about how skills in risk taking, language 
and social development could be transferred to other contexts, such as the nursery 
classroom. These findings (Massey, 2004) should be treated very cautiously as any 
LPSURYHPHQWVLQFKLOGUHQ¶VVNLOOVFRXOGbe due to maturation, and this small-scale study 
was not published or peer-reviewed.  
 
Waters and Begley (2007) investigated the effects of Forest School on pre-school age 
children, through a case study considering the risk-taking behaviours of two children 
(both 4 years 4 months old) at Forest School, in comparison to the nursery playground. 
Waters and Begley (2007) gathered data through narrative observations of the two 
children in both contexts (Forest School and the nursery playground). The researchers 
spoke their observations into Dictaphones before transcribing the recordings and using 
thematic analysis to develop codes and themes (Braun and Clarke, 2006). The children 
and their classmates attended Forest School for half a day each fortnight and were 
observed over a 4-month period. The two participants were selected by their teacher, 
based on pre-existing risk-taking characteristics. Participant A was male and was 
considered to take risks in his play which often concerned adults due to the danger 
created to himself and others. Participant B, in contrast, was female and noted to rarely, 
if ever, take risks in her environment, preferring to focus her attention on keeping to 
rules and avoiding reprimand.  
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The results of the study suggested that more appropriate risk taking occurred at Forest 
School for both children (Waters and Begley, 2007). Child A received fewer reprimands 
at Forest School in comparison to the playground, whereas Child B took more risks at 
Forest School in comparison to other environments, and her excitement about the Forest 
School experience was also noted. It was observed that the rules of the school 
playground altered slightly according to which adult was supervising, which may have 
led to confusion for the children (Waters and Begley, 2007). However, at Forest School 
the adults were consistent so the rules were constant, which meant that children were 
more likely to understand the rules and less likely to be reprimanded (Waters and 
Begley, 2007). The study attempted to avoid bias by drawing on inter-rater reliability 
for the identification of data themes and this attempt to enhance validity is valued in 
WHUPV RI *RXJK¶V  IUDPHZRUN +RZHYHU WKH VDPSOH ZDV H[WUHPHO\ VPDOO DQG
selection may have caused bias due to the requirement for pre-existing characteristics.   
 
2.11 Research and Evaluations of UK Forest School with Primary Age Children 
Davis and Waite (2005) reported the findings of research undertaken by seven 
undergraduate students who had acted as participant-researchers during the delivery and 
evaluation of Forest School in three different settings in Devon, with children from 
Reception and Year 1. A range of methods were used (observations, questionnaires and 
interviews) and the studies focused on identifying any changes to FKLOGUHQ¶V VRFLDO
skills, play, language and cognitive development. Programmes lasted 6 weeks, with the 
children either attending a morning or afternoon session once per week. The research 
provides rich information in the form of quotes and observational data, which was 
triangulated by gathering the views of parents (n=15), children (n=60), teachers and 
FSLs (numbers not specified). 
 
Positive developments were noted in each area of functioning explored and suggestions 
made for future development, including drawing more upon the Forest School 
environment for delivering the curriculum. Despite the potential need for more 
opportunities to link activities on offer at Forest School to the national curriculum 
(DfEE, 1999), William-Siegfredsen (2012) suggests that this can occur naturally, for 
example children observe seasonal changes to the site and are intrigued by the evidence 
of the presence of animals (Williams-Siegfredsen, 2012).  
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In addition, Davis and Waite (2005) cannot guarantee the quality of data collection due 
WR UHOLDQFHRQRWKHUSHRSOH¶VZRUN LQ VHYHQ VHSDUDWH VWXGLHV+RZHYHU E\ H[DPLQLQJ
HYLGHQFH JDWKHUHG E\ WKH XQGHUJUDGXDWHV WKH\ EHFDPH DZDUH WKDW ³each programme 
varies according to the child attending, the leaders and supporting staff, the site used 
and the weather experienced´ (Davis and Waite, 2005, p. 2). This suggests that 
multiple elements can impact upon Forest School programme development and success, 
offering further C+M=O data that could contribute to the initial programme 
specification for the present study.   
 
A study by Lovell (2009a, 2009b) investigated the frequency of physical activity at 
Forest School with a single group of 26 children aged 9-11 in a Scottish primary school. 
The research aimed to find out whether Forest SchRROVLJQLILFDQWO\LQFUHDVHGFKLOGUHQ¶V
frequency of physical activity, given that low levels of physical activity can be linked to 
health problems (Currie et al, 2008). Using a two-phase mixed methodology design 
Lovell (2009a; 2009b) initially measured chiOGUHQ¶VSK\VLFDODFWLYLW\DW)RUHVW6FKRROLQ
comparison to a normal school day using an accelerometer and then by interviewing the 
child participants in pairs to understand more about their experiences and perceptions of 
physical activity during and away from Forest School. Lovell (2009a; 2009b) found that 
children were significantly (p<0.001) more active at Forest School in comparison to 
normal school days, even when children had physical education (P.E). At Forest School 
their activity was more continuous, rather than in short bursts.  
 
Significant differences between boys and girls were found on school days but a gender 
effect was not found on Forest School days, suggesting that the Forest School activities 
on offer appeal equally to both sexes (Lovell, 2009a; 2009b). The results of the semi-
structured interviews suggested that children particularly enjoyed active games and the 
opportunity to be outside and get dirty. This qualitative information appears to support 
WKHµ%LRSKLOLDK\SRWKHVLV¶.HOOHUWDQGWilson, 1993) as the children reported enjoying 
being outside. The findings may also support the notion that the opportunity to be active 
for a longer period of time (a day rather than a single lesson) is a key element of Forest 
School, particularly considering the effect physical activity may have on improving a 
SHUVRQ¶VPRRG%\UQHDQG%\UQH 
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/RYHOO¶V D E UHVHDUFK LQYHVWLJDWHG DQ LPSRUWDQW IHDWXUH RI ZKDW )RUHVW
School can offer, and used technology to gain accurate measurements, although the 
accelerometers sometimes failed. Lovell (2009a) provides a succinct report published 
by the Forestry Commission, a group potentially with a vested interest and more likely 
to promote positive findings. Lovell (2009b) is an unpublished Doctoral thesis and is 
one of few studies into Forest School which has quantitative data, albeit on a single 
aspect of the Forest School experience. The study is helpful for programme 
specification development due to attempts to use control to enhance validity (Gough, 
2007) but is limited by a small sample size and has difficulties generalising results 
because participants were from a single school.  
 
Vandewalle (2010) describes how Forest School was used in a single school in 
Hertfordshire (UK) where all children from nursery to Year 6 access the programme. 
The author is a teacher in the school and a trained Forest School Leader. Parents of 
children attending Forest School were asked to complete questionnaires and their 
children were interviewed. The findings indicate that parents noticed their children were 
enthusiastic about Forest School and talked about their experiences, whilst the children 
also reported several specific activities they enjoyed, including den making. Vandewalle 
(2010) reports how the National Curriculum (DfEE, 1999) is easily drawn into the 
Forest School programme, but does not elaborate on the extent to which children are 
directed to curriculum-related activities in this programme, which may be concerning as 
the criteria for a Forest School is that activities are child-led (FSA, 2013; Knight, 2009). 
This short report does not make this important feature of Forest School clear, and other 
key information such as sample size, method of analysis and limitations are also not 
included. Due to these restrictions, the findings of Vandewalle (2010) will be used 
sparingly and cautiously in the initial programme specification (Gough, 2007).  
 
More recently, Ridgers, Knowles and Sayers (2012) adopted a case study approach to 
focus on the natural play of 17 children aged 6-7 years in a Forest School site of a UK 
primary school. Children were asked about their experiences of play through child focus 
groups (2-3 children in each group) before and after the children attended a Forest 
School programme. The results reported that, prior to Forest School, the children 
generally considered natural play to occur indoors and to involve freedom and choice to 
play what they wanted to. Post-programme data suggested that children had become 
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more aware of the range of opportunities for play in natural environments. At both data 
collection points, children demonstrated awareness of barriers to natural play, which 
were mainly around parental fear for their safety, such as dangerous roads, fears of 
abduction and injury. The weather was cited less frequently as a barrier to play post 
Forest School, in comparison to baseline (Ridgers, Knowles and Sayers, 2012).  
 
Ridgers, Knowles and Sayers (2012) conclude that natural environments, such as those 
used during Forest School, provide diverse and challenging play that ³WHVWVFKLOGUHQ¶V
competencies, enables them to manage their own perceptions of risk, and helps their 
creativity, observation and mRWRU VNLOOV´ (Ridgers, Knowles and Sayers, 2012, p. 60). 
The authors claim that the children gave evidence to suggest that they now seek to 
access the natural world for play. This research provides helpful outcome data for 
programme specification development and the authors took steps to enhance the validity 
of their data by using inter-rater reliability checks. However, opportunities to enhance 
the research by triangulating information from other sources such as parents and 
teachers were missed.  
 
Murray (2003) reported the outcomes of a participatory evaluation project with Forest 
School leaders from Wales, which aimed to build a picture of how Forest School works. 
The participants met as a focus group to develop hypotheses about the outcomes of 
Forest School, and then tested these hypotheses in their settings. The practitioners 
collected case study data from children attending two primary schools (participant 
numbers not given) and to support transition of 34 Year 6 students from other schools. 
The case study data was used to test out the initial hypotheses developed in the focus 
group. Findings suggest that there are six key outcomes of Forest School, as follows: 
 
1. )RUHVW6FKRROLQFUHDVHVFKLOGUHQ¶VVHOI-esteem and self-confidence. 
2. Forest School improves an LQGLYLGXDO¶VDELOLW\WRZRrk co-operatively and increases 
their awareness of others.  
3. Forest School counters a lack of motivation and negative attitude towards learning.   
4. Forest School encourages ownership and pride in the local environment.  
5. Forest School encourages an improved understanding of the outdoors.  
6. Forest School increases the skills and knowledge of the individuals who take part.  
       (Murray, 2003, p. 13) 
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Murray (2003) also posited that ten success factors were necessary for Forest School to 
meet the aforementioned outcomes: 
 
1. Trained and experienced Forest School Leaders recognised and accredited by 
the schools who are confident to deliver sessions. 
2. Encouraging adults to attend each session to ensure a low child to adult ratio 
3. The same Forest School Leaders for each group or cohort throughout a series 
of sessions 
4. Close contact and good communication between the school staff and the 
Forest School Leaders. 
5. A prepared and established site where all the sessions are delivered 
6. Good access to the Forest School 
7. Link activities to the school curriculum 
8. Familiar routines and structures to sessions 
9. Enjoyment by the teachers and Forest School Leaders 
10. Parent and carer involvement in Forest School activities  
(Murray, 2003, p. 23) 
 
This bottom-up approach resulted in the production of a self-appraisal form which 
practitioners could use to evaluate their practice. However, some of the participants may 
have had a vested interest in promoting the success of Forest School due to their 
employment as FSLs and therefore the results may have been positively biased. Murray 
 FRQVWLWXWHV µ3KDVH ¶ RI D VWXG\ ZKLFK ZDV GHYHORSHG IXUWKHU DQG UHSRUWHG LQ
µ3KDVH¶E\2¶%ULHQDQG0XUUD\GLVFXVVHGEHORZ 
 
2¶%ULHQ DQG 0XUUD\ (2005; 2006; 2007) describe how the initial data gathered from 
FSLs in phase 1 (Murray, 2003) was tested to see whether the same findings applied 
HOVHZKHUH 2¶%ULHQ DQG 0XUUD\    FRQGXFWHG FDVH VWXGLHV ZLWK 
children aged 3-9 across seven schools in Oxfordshire, Shropshire and Worcestershire 
to understand whether the six outcomes of Forest School from phase 1 (Murray, 2003) 
were present in these other settings. The research was conducted over 8 months using an 
action research framework (Reason and Bradbury, 2011) and appreciative inquiry 
(Cooperrider, Whitney and Stavros, 2003).  
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The action research cycle consisted of three key phases as follows: 
1. 7KHSURGXFWLRQRID µ6WRU\ERDUG¶E\VWDNHKROGHUVWHDFKHUVDQG)6/V) in order to 
establish a shared theory of change.  
2. Data collection through practitioner observation of 24 children over 8 months in 
seven different Forest Schools in Oxfordshire, Worcestershire and Shropshire. This 
was supplemented by parent and teacher interviews. 
3. The production RIDµ5HIOHFWLRQ3RVWHU¶LQRUGHUWRUHYLHZWKHRU\GHYHORSPHQWDQG
discuss findings with stakeholders prior to reporting back to commissioners. 
(from 2¶%ULHQDQG0XUUD\ 
)URPWKLV2¶%ULHQDQG0XUUD\LGHQWLILHGDVSHFWVZKLFKVHW)Rrest 
School apart from other forms of outdoor education, particularly the use of a woodland, 
freedom for child-led exploration and regular contact with Forest School over time. The 
research offered another suggestion for best practice around the use of woodland rather 
than piece of land attached to the school, due to the ³JUHDWHUDGYHQWXUHDQGP\VWHU\´ it 
SURYLGHV2¶%ULHQDQG0XUUD\S7KHILQGLQJV2¶%ULHQDQG0XUUD\
2006; 2007) concluded that eight areas relating to child development were enhanced by 
the Forest School experience, as illustrated in Fig. 2.1. 
)LJXUH2XWFRPHWKHPHVLGHQWLILHGE\2¶%ULHQDQG0XUUD\ 
 
 
 
 
 
 
 
 
 
 
 
 
 
2¶%ULHQDQG0XUUD\S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7KLVVWXG\ZDVFRPPLVVLRQHGE\WKH)RUHVWU\&RPPLVVLRQ2¶%ULHQDQG0XUUD\
2006) but conducted by independent researchers and published after peer review 
2¶%ULHQDQG0XUUD\ ,WXVHGREVHUYDWLRQRYHU WLPHDQG WULDQJXODWHGGDWDZLWK
stakeholder views to identify and track changes for the children involved. Although the 
participatory nature of the research may have compromised researcher objectivity, it 
could be argued that by gaining information from teachers and parents who know the 
children well meant that developmental baselines were known, enabling the researchers 
to have better insight into the effects of Forest School for individual children observed. 
7KHDXWKRUVDFNQRZOHGJHG WKDW IDLOLQJ WR VHHN WKHFKLOG¶VYLHZFUHDWHVD OLPLWDWLRQ WR
their study, and suggest that future research should include this.  
 
2¶%ULHQSURYLGHVDIXUWKHUDQDO\VLVRIWKHGDWDFROOHFWHGLQ2¶%ULHQDQG0XUUD\
(2005; 2006; 2007) and considers in more depth how changes occur at Forest School for 
three of the themes identified: motivation and concentration, social skills and new 
SHUVSHFWLYHV)RUH[DPSOH2¶%ULHQVXJJHVWVWKDWFKLOGUHQUHODWHPRUHSRVLWLYHO\
to peers and learn that more can be achieved together when presented with tasks at 
Forest School requiring more than one pair of hands, such as moving heavy logs. When 
FRQVLGHULQJ WKH WKHPH RI µPRWLYDWLRQ DQG FRQFHQWUDWLRQ¶ 2¶%ULHQ  RIIHUV WKH
following explanation of change: 
 
Figure 2.2 Summary of motivation and concentration development at Forest School 
2¶%ULHQ 
2¶%ULHQS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7KHWKHPHµQHZSHUVSHFWLYHV¶LVDOVRFRQVLGHUHGLQWKLVZD\ZLWKDPRUHLQ-depth focus 
RQ ZKDW WKH )RUHVW 6FKRRO HQYLURQPHQW SURYLGHV ZKDW FKDQJHV RFFXU LQ WKH FKLOG¶V
thinking and, finally, how this is manifested in their behaviour. Although based on the 
GDWD FROOHFWHG LQ 2¶%ULHQ DQG 0XUUD\    WKH SDSHU FRQVLGHUV KRZ
causality is attributed to the changes observed, rather than a more simplistic focus on 
what the outcomes are. Although there was no justification given for why these 
SDUWLFXODUWKUHHWKHPHVZHUHVHOHFWHGRXWRIDSRVVLEOHHLJKW2¶%ULHQGRHVRIIHU
more information about the optimum conditions for a Forest School environment, such 
as a focus on the whole child and encouraging child-led learning (fig. 2.2). The findings 
IURP0XUUD\2¶%ULHQDQG0XUUD\DQG2¶%ULHQDUHRI
importance to programme specification development because of the focus on how 
Forest School produces certain outcomes as well as the rigour from continuous 
refinement of their findings (Gough, 2007).  
 
In order to understand more about the effects of Forest School in other settings, 
Borradaile (2006) undertook research in Scotland, which had two overarching aims: to 
consider whether the results of Forest School with children in England and Wales 
0XUUD\  0XUUD\ DQG 2¶%ULHQ    DUH UHOHYDQW WR D 6FRWWLVK
SRSXODWLRQDQGWRXQGHUVWDQGKRZ)RUHVW6FKRROPD\OLQNZLWK6FRWODQG¶VSULRULWLHVIRU
educational development. The data consisted of field observations, interviews with key 
stakeholders, parental questionnaires and discussions with key practitioners within local 
authorities. The participants were pupils from local schools from both typically 
developing groups (n=50) and those with additional needs (n=6). The findings suggest 
that the Forest School experience provides opportunities for children to develop 
curriculum-related knowledge, have respect for the site and improve their behaviour 
(Borradaile, 2006). 
 
%RUUDGDLOHDOVRIRXQGHYLGHQFHWRVXJJHVWWKDW)RUHVW6FKRROVXSSRUWV6FRWODQG¶V
QDWLRQDOSULRULWLHVIRUHGXFDWLRQLQFOXGLQJµ$FKLHYHPHQWDQG$WWDLQPHQW¶µ)UDPHZRUN
IRU /HDUQLQJ¶ µ6XSSRUWLQJ ,QFOXVLRQ DQG (TXDOLW\¶ µ9DOXHV DQG &LWL]HQVKLS¶ DQG
µ/HDUQLQJIRU/LIH¶7KHUHSRUWSUHVHQWVD6:27VWUHQJWKVZHDNQHVVHVRSSRUWXQLWLHV
and threats) analysis of the process of embedding Forest School as an opportunity to be 
available to all children in Scotland, and reveals some practical dilemmas such as how 
quality is assured in programme delivery and how funds are sourced to support training 
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and high adult to child ratios. Borradaile (2006) is in favour of enabling access for all to 
Forest School, and summarises ³WKHHYLGHQFH IURP)RUHVW6FKRRO VR IDU Ls that it can 
make a significant contribution to developing confidence and creative thinking, with a 
SRVLWLYH DQG KHDOWK\ DWWLWXGH WR OLIH ORQJ OHDUQLQJ DQG D FXOWXUH RI HQWHUSULVH´
(Borradaile, 2006, p. 32). Although a large sample is used including participants with 
additional needs which is relevant to the current study (Gough, 2007), the evidence 
presented is heavily anecdotal and did not seek the views of the children involved.  
 
2.12 Research and Evaluations of UK Forest School with pupils with Special 
Educational Needs (SEN) 
The Forest School experience is gradually being made available to other groups of 
children across the country, including pupils of secondary age and those with SEN 
(Knight, 2011a). Forest School research with this population is highly relevant to the 
group of participants in this case study, especially with children over 12 years old 
(Gough, 2007). Cullen, Fletcher-Campbell, Bowen, Osgood and Kelleher (2000) 
suggest that a small proportion of young people in KS4 may not be suited due to the 
demands required by GCSEs, and so some schools are exploring and investing in 
alternative curriculum packages to enable these learners to access education and achieve 
(Cullen et al, 2000; Knight, 2011a). Knight (2011a) sought contributions from 
practitioners over the country using Forest School to support adolescents with social and 
emotional needs, often as part of an alternative curriculum package. One contributor 
(Cree, 2011) suggested that once young people had developed a positive and trusting 
relationship with the FSL, they experience success through child-led activities and by 
feeling comfortable to talk about their feelings in a supportive and safe environment 
(Cree, 2011). 
 
A training centre in the North of England describes the Forest School experience of 6 
Year 9 pupils from a Pupil Referral Unit (PRU) who had all been excluded from 
mainstream school (Archimedes Training, 2011a). These pupils experienced Forest 
School for 3 days a week over one academic year. It was reported that the provision 
fulfilled National Curriculum (DfEE, 1999) demands, while also supporting social and 
emotional development. Five of the pupils finished the course, and there was a reported 
improvement in behaviour at home and at the PRU according to the adults involved, 
suggesting that the effects of the programme may be transferrable. Adults involved in 
 38 
the project also commented that the pupils experienced opportunities to share their 
success and develop new skills and confidence. They commented that Forest School 
seemed to remove barriers to learning which some of the pupils faced. However, 
information available about this project is brief and consists of anecdotal evidence from 
adults involved, therefore it contributes little to the programme specification, according 
WR*RXJK¶VIUDPHZRUN 
 
The same training centre (Archimedes Training) provided a 14-week programme (1 day 
per week) for children attending a special school. Programme aims were to develop 
relationships with peers and positive adult role models, and to raise the confidence of 
the learners (Archimedes Training, 2011b). Key reflections from the FSLs were that 
more social interaction was observed as the programme developed and children were 
less likely to need prompting to help each other (Archimedes Training, 2011b) The 
FSLs also noted a consistent three-stage pattern of behaviour, beginning with an 
acclimatisDWLRQ VWDJH LQYROYLQJ µQHXWUDO EHKDYLRXU¶ ZKLOH WKH FKLOGUHQ JRW XVHG WR WKH
novel environment. The second stage consisted of boundary testing, where some 
challenging behaviour might be observed, but finally an improvement stage was noted, 
ZKHUH FKLOGUHQ HLWKHU UHWXUQHG WR WKHLU LQLWLDO µQHXWUDO¶ EHKDYLRXU RU GHYHORped more 
appropriate behaviour (Archimedes Training, 2011b).  
 
This pattern of behaviour suggests that Forest School may need to run for a minimum of 
14-weeks in order for Forest School to begin to have an effect. Archimedes Training 
(2011b) propose a minimum of 30 weekly visits to Forest School is required for young 
people to experience positive outcomes. However, the case study is extremely brief, 
highly anecdotal and does not offer further information on the case study participants. 
Therefore, this case study will be drawn on cautiously for programme specification 
development.  
 
Ritchie (2010) briefly reported a project in a London secondary school where Forest 
School was used for a variety of purposes, including team building for new form groups 
and alternative curriculum for pupils with SEN at risk of exclusion. Again, the report is 
highly anecdotal and brief, with no specific information about methods of data 
collection or participants. Ritchie (2010) indicates that the aims of Forest School in this 
context were to boost emotional literacy, increase attainment and support inclusion. 
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Findings suggest that FSLs running the project felt it was cost effective and had a 
positive impact on pupils (Ritchie, 2010). An independent evaluation of Forest School 
E\WKHVFKRRO¶V(GXFDWLRQDO3V\FKRORJLVW(3IRXQGWKDWLWZDVGLIILFXOWWRJauge Forest 
6FKRRO¶V HIIHFWV RQ DFDGHPLF DWWDLQPHQW DV WKH OHVV DEOH SXSLOV ZHUH UHFHLYLQJ RWKHU
interventions alongside Forest School, but the programme seemed to result in fewer 
exclusions, raised pupil attendance and improved pupil self-esteem (Ritchie, 2010). 
However, full details of this evaluation are not provided so it cannot contribute much to 
the programme specification.  
 
Sussex Wildlife Trust, Brighton and Hove YRXWK2IIHQGLQJ7HDP<27DQGµ5X-ON"¶
(a substance misuse service in Brighton and Hove for under 19s) used a case study to 
investigate the effects of a Forest School programme (Action for Children, 2010). Data 
was gathered in the form of discussions between FSLs and FSL reports on young people 
attending the programme. The project offered Forest School to young people who were 
NQRZQ WR WKH<27RU µ5X-2N"¶ QXPEHUVQRWSURYLGHG for ten weeks during 2008 ± 
2009. The reported outcomes LQFOXGHGLPSURYHPHQWVLQ\RXQJSHRSOH¶V well-being and 
enhanced confidence with independent or group-based working. No major incidents of 
DJJUHVVLRQ RU GDQJHURXV EHKDYLRXU ZHUH REVHUYHG GXULQJ WKH \RXQJ SHRSOH¶V WLPH DW
Forest School and all stakeholders (including the young people) wanted it to continue 
(Action for Children, 2010).  
 
Action for Children (2010), Ritchie (2010) and Archimedes Training (2011a; 2011b) 
provide case study accounts which are limited in detail but which report positive 
impacts of Forest School on young people with SEN. Although the RS is inclusive in its 
approach to using all available literature for programme development (Pawson, 2006), 
accounts such as these which are lacking in detail provide limited information on the 
quality and trustworthiness of the findings (Gough, 2007). Additionally, the potential 
for bias due to possible vested interests of researchers means that findings need to be 
treated very cautiously. Therefore, the programme specification developed from the RS 
(appendix 8.2) reflects a limited dependence on these poor quality accounts.  
 
Weaknesses in the evidence base of Forest School, particularly when used with older 
children or those with SEN, reflects the relatively new development of Forest School as 
an alternative provision for young people with additional needs (Knight, 2011a). Indeed, 
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the literature search revealed only two research papers reporting on the impact of Forest 
School for pupils with SEN which have been published after peer review (Roe and 
Aspinall, 2011a; Roe and Aspinall, 2011b), which are described henceforth.  
 
Roe and Aspinall (2011a) conducted a controlled study with 18 11-year-olds to 
understand the effects of Forest School experience versus conventional schooling on 
FKLOGUHQ¶VPRRGDQG WKHLUDELOLW\ WR UHIOHFWRQSHUVRQDOJRDOV7KH\RXQJSHRSOHZHUH
split into two groups based on school VWDII¶VUDWLQJRIEHKDYLRXUµJRRG¶DQGµSRRU¶7KH
µJRRG¶EHKDYLRXUJURXSFRQVLVWHGRIQ SXSLOV IURPDPDLQVWUHDPVHFRQGDU\VFKRRO
7KH µSRRU¶ EHKDYLRXU JURXS ZHUH UHFUXLWHG IURP D GLIIHUHQW PDLQVWUHDP VHFRQGDU\
school (n=4) and a residential special school for boys with behavioural difficulties 
(n=8).  
 
The Mood Adjective Checklist (MACL) (Mathews, Jones and Chamberlain, 1990) was 
XVHG WRDVVHVVPRRG WKURXJKUDWLQJVRISDUWLFLSDQW¶VHQHUJ\VWUHVVDQJHUDQGKHGRQLF
WRQHµ3HUVRQDO3URMHFWV¶/LWWOHZDVXVHGWRDVVHVV\RXQJSHRSOH¶VUHIOHFWLRQVRQ
their personal goals. All assessments were taken pre and post a Forest School day and 
compared with scores pre and post a conventional school day. There were no significant 
differences found between the groups on pre-intervention MACL measures. Post 
intervention MACL results found significantly more positive mood after young people 
had attended a Forest School day in comparison to a conventional school day (anger 
p=0.02; energy p=0.007; stress p=0.05 (borderline) and hedonic tone p=0.007).  
 
7KH HIIHFW VL]HV ZHUH VLJQLILFDQWO\ JUHDWHU IRU SXSLOV ZLWK WHDFKHU UDWLQJV RI µSRRU¶
YHUVXV µJRRG EHKDYLRXU¶ IRU HQHUJ\ S  DQG VWUHVV S  5HVXOWV ZHUH
borderline for hedonic tone (p=0.05) and no significant difference was seen between the 
groups for anger (effect size not available). There was a positive trend for reflection on 
personal goals, although no main effect. This research therefore suggests that exposure 
to Forest School had positive effects on the mood of 11-year old pupils, particularly if 
they had existing teacher rated poor behaviour. Roe and Aspinall (2011a) attribute this 
to the Forest School ethos and exposure to a natural environment, but only briefly 
explore how these features may have caused the changes observed. Also, it appeared 
WKDWPHDVXUHVZHUHRQO\WDNHQRQIRXUµVQDSVKRW¶RFFDVLRQVSUHDQGSRVW)RUHVW6FKRRO
and convention school days), potentially limiting the validity of findings.  
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Roe and Aspinall (2011b) further observed the emotional responses of eight boys (aged 
10-12) ethnographically over a 6-month period at a Forest School. The participants 
attended a secure residential special school in Scotland for support with ³severe trauma 
and mental disorder´(ibid, p. 539) and ForeVW6FKRROZDVSDUWRIWKHSXSLO¶VDOWHUQDWLYH
curriculum. Data gathered focused on the functional properties of the environment, for 
H[DPSOHDWUHHEHLQJµFOLPEDEOH¶DQGWKHEUDQFKHVµVZLQJDEOH¶DQGWKHSRWHQWLDOWKLVKDG
to elicit an emotive response in the pupils. The authors felt that, due to participant 
vulnerability, it was not appropriate to record or directly observe them, so data was 
collected at the end of the session, when the researchers recorded their memories of the 
day into a Dictaphone. This may have meant that only salient points of the day were 
UHFDOOHGDQGSXSLO¶VH[DFWVSHHFKPD\KDYHEHHQIRUJRWWHQKRZHYHUWKHUHVHDUFKHUVIHOW
their actions were justified due to ethical considerations of avoiding causing distress to 
participants (British Psychological Society, 2010).  
 
Over time, Roe and Aspinall (2011b) reported that trusting relationships, social 
cohesion and explorative activity contributed to the positive affect experienced by the 
boys at Forest School. The field data generated 700 instances of emotional reactions, 
which Roe and Aspinall (2011b) considered to fit into the following themes: trust, joy, 
anticipation, surprise, anger, fear, disgust and sadness. Roe and Aspinall (2011b) found 
that over time, there was an improvement in thH \RXQJ SHRSOH¶V VRFLDO FRKHVLRQ
explorative behaviour, creative activity and a reduction in behavioural outbursts at 
Forest School. Roe and Aspinall (2011b) further postulated that attention restorative 
theory (Kaplan, 1995) could be used to explain the restorative effect of Forest School, 
as the environment seemed to elicit curiosity in the young people which, according to 
Kaplan (1995), requires effortless attention and triggers a restorative effect. 
 
'XHWRWKHVLJQLILFDQWQDWXUHRISDUWLFLSDQW¶VHPRWLonal needs, Roe and Aspinall (2011b) 
were unable to gain comparative data by also observing the pupils in the residential 
special school, reportedly because the frequency and severity of emotional outbursts in 
the school were too great. This may suggest that the restorative effects of Forest School 
did not transfer to the school setting (Roe and Aspinall, 2011b), or that pupils were 
calmer at Forest School so they could cope with the presence of researchers there. As 
Roe and Aspinall (2011a; b) have been published, use a methodological framework and 
investigate the effects of Forest School on young people with SEN, these studies are 
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relevant to the case study population and therefore feature confidently in the programme 
specification (Gough, 2007). 
 
2.13 Forest School Research Targeting Forest School Practitioners  
As FSLs are involved in running Forest School programmes over time, they are in a 
good position to have an understanding of the contextual features of the programme, the 
outcomes for children and how these may have come about. Therefore, research 
targeting FSLs is included here and in the programme specification.  
Although Waters and Begley (2007) suggest that Forest School could improve 
FKLOGUHQ¶VDSSURSULDWHULVN WDNLQJGLIIHUHQWDWWLWXGHV WRZards exposing children to risk 
were found between Forest School leaders and teachers in a study by Maynard (2007a). 
Maynard (2007a) interviewed two FSLs and two early years teachers about the 
programme they were running for 25 children (16 in Reception and 9 in a special 
teaching facility aged 5-7). The children in the special teaching facility had a range of 
µVLJQLILFDQW DQG FRPSOH[ OHDUQLQJ GLIILFXOWLHV¶ 7KH SURJUDPPH ZDV UXQ E\ TXDOLILHG
FSLs and ran for 16 weekly sessions in natural woodland. The data included interviews 
with the teachers and FSLs before and after the project and follow up interviews with 
the teachers after the project ceased.  
Maynard (2007a) explored the relationship between early years teachers and FSLs using 
discourse analysis. The analysis showed a complex relationship between teachers and 
FSLs, stemming largely from differences in opinion about the amount of risk children 
should be exposed to and managing the balance between adult-led and child-led 
learning (Maynard, 2007a). Findings suggest that FSLs wanted children to make their 
RZQGHFLVLRQVLQFRQWUDVWWRWHDFKHUVZKRZLVKHGWRGUDZFKLOGUHQ¶VDWWHQWLRQWRWKLQJV
and direct their play (Maynard, 2007a). The teachers ³DSSHDUHGWRKDYHDKLJKOHYHORI
control and were both directiYHDQGSURWHFWLYH´(Maynard, 2007a, p. 385).  
In contrast, the Forest School leaders ³ZHUH REVHUYHG WR DGRSW D TXLHWHU PRUH
IDFLOLWDWLYHVW\OH´ (Maynard, 2007a, p. 386). Although this caused some tension between 
the professionals involved, particularly when teachers intervened when they felt the risk 
was too high, by the end of the programme the teachers had begun to question their 
approach in terms of how directive they were. The teachers acknowledged that this was 
a result of constraints on their practice as set by strategic policy documents, such as the 
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National Curriculum (DfEE, 1999). This study therefore highlights not only some 
potential frictions caused by practitioners with different approaches and agendas, but 
also the potential of Forest School to work systemically, not only impacting on children 
but on the teaching professionals in terms of giving them time and stimuli to reflect on 
their own professional practice. This research supports programme specification 
development by illuminating characteristics of FSLs which enhance the programme 
(Gough, 2007). It is also is likely to be relevant to Forest school programmes which are 
run and facilitated by teaching staff, but the small sample makes the findings difficult to 
generalise. 
 
Swarbrick, Eastwood and Tutton (2004) aimed to explore the hypothesised link between 
Forest School, self-esteem and learning through administering questionnaires to FSLs in 
Oxfordshire. Of the 100 questionnaires sent out, 29 were returned from FSLs working 
with pupils from nursery to KS4, including pupils with SEN. The report highlights 
responses from FSLs in relation to the effects they had noticed for the children they 
were working with. For example, it was reported that a child with severe speech and 
language difficulties was heard speaking more clearly and loudly at Forest School, 
despite making little progress with intensive speech and language therapy. Another FSL 
reported that a disaffected teenager became enthusiastic about Forest School enough to 
write and deliver a presentation on it to others (Swarbrick, Eastwood and Tutton, 2004).  
 
Swarbrick, Eastwood and Tutton (2004) also provide some helpful insight into what are 
FRQVLGHUHGµQHJDWLYHPHFKDQLVPV¶3DZVRQDQG7LOOH\RUKLQGHULQJIDFWRUVVXFK
as the reluctance of some children to want to get dirty, or difficulties staffing high adult 
to child ratios required. The evidence gained, however, was highly anecdotal in nature 
and consists of case study information from practitioners. There was also evidence of 
poWHQWLDOO\ OHDGLQJ DQG FORVHG TXHVWLRQV ZLWKLQ WKH TXHVWLRQQDLUH VXFK DV µ,Q \RXU
RSLQLRQZRXOG WKH)RUHVW6FKRROH[SHULHQFHEHRIEHQHILW WRHYHU\FKLOG"¶ZKLFKPD\
have contributed to overly positive answers or limited the detail of response. However, 
the practitioners completing the questionnaires know Forest School well and therefore 
are a group that should be targeted for providing information (Pawson and Tilley, 
1997). Therefore, despite the methodological flaws in this study, some of the findings 
are of value to the initial programme specification of the present study (appendix 8.2).  
 
 44 
Another study focused on the views of three FSLs working with children aged 3-5 years 
(Maynard, 2007b). Maynard (2007b) gathered data by analysing programme 
documentation and conducting semi-structured interviews with each FSL about their 
view of the aims of Forest School. The interviews were coded according to the features 
of Forest School described, such as children attending over time and the activities and 
games used(DFKSUDFWLWLRQHU¶VLQGLYLGXDOSHUVSHFWLYHDERXWWKHDLPVRI)RUHVW6FKRRO
was explored which led to identification of three main outcomes for children: self-
esteem, self-confidence and independence (Maynard, 2007b). An additional element 
was encouraging children to ³DSSUHFLDWHFDUHIRUDQGUHVSHFWWKHQDWXUDOHQYLURQPHQW´ 
(Maynard, 2007b, p. 323). Each FSL discussed their view of how these changes 
occurred, which included views on the importance of the natural environment, positive 
adult-child relationships, the availability of natural play and opportunities to take risks.  
 
+RZHYHU 0D\QDUG E QRWHG VXEWOH GLIIHUHQFHV LQ WKH SUDFWLWLRQHU¶V YLHZV
SDUWLFXODUO\LQUHODWLRQWRWKHHPSKDVLVSODFHGRQWKHSURJUDPPH¶VFDSDFLW\WRUDLVHVHOI-
esteem, the identification of different learning styles and how some projects can 
overlook the opportunities to learn about the natural environment. FSLs description of 
contextual features of Forest School in Maynard (2007b) is helpful for programme 
specification development (Gough, 2007), for example the notion that Forest School can 
support children in accessing the EYFS curriculum (DfE, 2012). However, the small 
sample size limits generalisation and a lack of triangulated evidence using other 
stakeholder perspectives, such as parents, teachers and children creates limits to the 
findings of this study.  
 
In order to define the Forest School experience, Knight (2011b) conducted a thematic 
review of fourteen accounts by FSLs (Knight, 2011a) which reflect the use of Forest 
School with children from 2-19 years in a variety of settings in the UK, including those 
with SEN. Through this, Knight (2011b) aimed to co-construct the implicit features of 
Forest School using grounded theory (Charmaz, 2006) before testing the transferability 
of these features for use with particular groups of young children. Once key themes 
were identified, observations and interviews with children and Forest School 
practitioners were used to refine the themes (Knight, 2011b). Through thematic analysis 
of the information gained from FSLs, Knight (2011b) developed an overlapping 
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conceptual framework to illustrate the domains to which Forest School has relevance 
(Fig. 2.3). 
 
)LJXUH.QLJKW¶VERYHUODSSLQJFRQFHSWXDOIUDPHZRUN 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
(Knight, 2011b, p. 594) 
Some of the elements identified (Fig. 2.3) feature in the literature presented thus far, for 
H[DPSOH )RUHVW 6FKRRO¶V UROH LQ IDFLOLWDWLQJ HGXFDWLRQ 9DQGHZDOOH  SURYLGLQJ
UHVWRUDWLYH WKHUDS\ 5RH DQG $VSLQDOO E DQG SURPRWLQJ FKLOGUHQ¶V DIILQLWy for 
being outdoors (Biophilia) (Lovell, 2009a; 2009b). However, other key features have 
EHHQ LGHQWLILHG LQ WKLV OLWHUDWXUH UHYLHZ ZKLFK GR QRW IHDWXUH LQ .QLJKW¶V E
framework, such as the opportunity for social development (Murray, 2003) and 
improvHPHQWV LQEHKDYLRXU5RHDQG$VSLQDOOD'HVSLWH WKLV.QLJKW¶V E
framework presents a coherent picture of the features of Forest School. This could be 
used to support FSLs in their thinking about the opportunities provided at a Forest 
School, and would perhaps enable them to evaluate its outcomes. The conceptual 
IUDPHZRUN VXSSRUWV WKH GHYHORSPHQW RI µFRQWH[WXDO IHDWXUHV¶ RI )RUHVW 6FKRRO LQ WKH
programme specification.  
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2.14 Discussion and Critical Reflections on the Research 
The literature review suggests that Forest School can facilitate positive outcomes for 
children from a range of settings, including nurseries (Waters and Begley, 2007) 
mainstream primary schools (Lovell, 2009a; 2009b), mainstream secondary schools 
(Ritchie, 2010) special schools (Roe and Aspinall, 2011a; 2011b) and groups in the 
community, such as the YOT (Action for Children, 2010). Researchers have targeted 
different age groups of children in the UK, including preschoolers (Massey, 2004), 
primary age pupils (Ridgers, Knowles and Sayers, 2012) and pupils in Key Stage 3 with 
SEN (Roe and Aspinall, 2011a; 2011b). However, it would appear that research is 
somewhat lacking with mainstream secondary age pupils and Key Stage 4 pupils with 
SEN.  
 
Most research studies reviewed have focused on the outcomes for the child using multi-
PHWKRGTXDOLWDWLYHDSSURDFKHV WR WULDQJXODWH LQIRUPDWLRQ 0DVVH\2¶%ULHQDQG
Murray, 2005; 2006; 2007). Some have focused on the perspective of particular groups, 
such as FSLs and teachers (Maynard 2007a; 2007b) or only sought the views of the 
FKLOGUHQ5LGJHUV.QRZOHVDQG6D\HUV2¶%ULHQDQG0XUUD\
suggested that future research should include the voice of the children, although some 
researchers have chosen to reject this idea on the grounds of ethical working when 
pupils are extremely vulnerable due to their past experiences (Roe and Aspinall, 2011b).  
Studies which have taken an explorative, qualitative approach (Murray, 2003; Massey, 
2¶%ULHQDQG0XUUD\6; 2007, Maynard, 2007b) report a similar range 
of outcomes for children and young people, particularly in their confidence, motivation, 
social development, knowledge of the world and language development. Other 
researchers report other positive effects and outcomes for example in the domains of 
appropriate risk-taking (Waters and Begley, 2007), development of play (Ridgers, 
Knowles and Sayers, 2012), restorative outcomes (Roe and Aspinall, 2011a) and 
increased physical activity (Lovell, 2009a; 2009b).  
 
Some studies took steps to address validity issues such as collecting data which can be 
put to statistical test (Lovell, 2009a; 2009b; Roe and Aspinall, 2011a) or using critical, 
independent others to analyse their themes (Waters and Begley, 2007; Ridgers, Knowles 
and Sayers, 2012). However, much of the research is still based on anecdotal evidence, 
case study data and descriptions of practice (Ritchie, 2010; Vandewalle, 2010) which is 
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not triangulated or refined through scientific measures (Swarbrick, Eastwood and 
Tutton, 2004; Massey, 2004; Knight, 2011a). Therefore, I would concur with 
6ZDUEULFN (DVWZRRG DQG 7XWWRQ¶V  VXJJHVWLRQ WKDW )RUHVW 6FKRRO LV QRW ZHOO
represented in the academic literature, even a decade after they first made this 
observation.  
 
2.15 Findings of the Realist Synthesis (RS)  
It is acknowledged that a limitation of the RS is that the initial programme specification 
was developed by a single researcher, who ultimately decided which elements of 
previous research to use for programme specification development. However, a 
systematic search strategy was taken to ensure searching for appropriate literature was 
WKRURXJK DQG *RXJK¶V  :HLJKW RI (YLGHQFH IUDPHZRUN ZDV DGKHUHG WR ZKHQ
deciding which studies were of higher quality and relevance, and therefore used more 
extensively to develop the initial programme specification. Also, part of the RE is that 
initial theories are refined, refuted or accepted through a cycle of research (Pawson and 
Tilley, 1997), so if any initial CMOCs from the RS prove irrelevant to the current study 
there is opportunity to refine these based on evidence gathered in the RE. 
 
7KHDLPRIWKLV56ZDVWRDGGUHVVWKHUHYLHZTXHVWLRQµZKDWGRHVWKHH[LVWLQJOLWHUDWXUH
report about features of the context, mechanisms and outcomes of a Forest School 
SURJUDPPH"¶ 7KH IXOO DQVZHU WR WKLV TXHVWLRQ FDQ EH IRXQG LQ WKH LQLWLDO SURJUDPPH
specification (appendix 8.2) which is the first set of context+ mechanism = outcome 
configurations (CMOCs) attempting to explain how Forest School works. This is 
included in the appendix because it is very large, and also because the programme 
specification will change as a result of the RE.  
 
The RS programme specification presents nine themes relating to areas of development 
which may be improved due to the Forest School experience. These are confidence, 
social skills, language and communication, motivation and concentration, physical 
skills, knowledge and understanding, emotional well-being and behaviour, new 
perspectives and ripple effects. Eight of these themes (all except emotional well-being 
and behaviour) were explicitly outlined in a large action research project into Forest 
6FKRRO 2¶%ULHQ DQG 0XUUD\    $QRWKHU WKHPH KLQGHULQJ DVSHFWV
DURVHIURPWKH LGHQWLILFDWLRQRIDVSHFWVZKLFKUHGXFHG WKHSURJUDPPH¶VHIIHFWLYHQHVV
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such as low levels of staff enthusiasm for Forest School in bad weather (Swarbrick, 
Eastwood and Tutton, 2004) and the possibility that children may be frightened by an 
open woodland (Davis and Waite, 2005). However, some information was lacking from 
the research reviewed, which meant that the initial programme specification for Forest 
School is incomplete, as illustrated by an extract from the outcome theme of 
µNQRZOHGJHDQGXQGHUVWDQGLQJ¶LQWDEOH 
 
Table 2.3 Extract from the Initial Programme Specification (appendix 8.2) 
             Context Mechanism       Outcome        Source 
Opportunities for  
skills and knowledge gained  
at Forest School to be linked  
to other contexts  
(e.g. school/home)  
 
         ? Skills, knowledge 
and understanding 
are transferred into 
other contexts 
Murray (2003) 
2¶%ULHQDQG0XUUD\
(2005) 
Ridgers, Knowles and 
Sayers (2012) 
 
As other CMOCs also featured missing elements, particularly mechanisms which are 
RIWHQ µKLGGHQ¶ 3DZVRQ DQG 7LOOH\  DQ DLP RI WKH SUHVHQW VWXG\ LV WR WHVW WKLV
initial programme specification. It is hoped that this will gain further evidence which 
can be used to add to, disregard or support parts of the programme specification and 
enable CMOCs such as those presented in table 2.3 to be completed.  
 
2.16 Context of this Study 
Despite some concerning methodological issues, the overarching message from the 
available literature is that Forest School can lead to some positive outcomes for children 
and young people, which suggests it is worthy of further study. The literature review has 
highlighted gaps in the existing research in terms of participant age and needs, in that 
studies have not yet investigated the impact of Forest School with young people over 12 
years old who have SEN. Therefore, in order to fill this gap in the literature, the current 
study aims to investigate Forest School with this population.  
 
Borradaile (2006) has demonstrated that it is possible to study whether previous 
XQGHUVWDQGLQJ RI )RUHVW 6FKRRO RXWFRPHV 2¶%ULHQ DQG 0XUUD\   
transfer to other settings. In line with RE, the information gained in the RS about how 
Forest School works for younger children will therefore be tested to understand the 
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extent to which it applies to secondary age learners in KS4 who have SEN. 
Additionally, the existing dominance of anecdotal evidence in the current literature 
suggests that a PRUHULJRURXVVFLHQWLILFPHWKRGRORJ\ZKLFKLVDOVRDSSOLFDEOHWRDµUHDO
ZRUOG¶5REVRQFRQWH[WLVUHTXLUHG7KURXJKXVHRI5(LWLVHQYLVDJHGWKDWWKLV
study will extend existing Forest School research by being the first to consider Forest 
School through C+M=O configurations, and therefore possibly one of the first to 
attempt to present Forest School in such a high level of detail.  
 
2.17 Study Aims and Research Questions 
It is envisaged that the results of the evaluation will extend the growing body of 
research into Forest School in the UK, and could be used to inform the practice of 
secondary mainstream and special schools within the LA setting of the research and 
similar contexts further afield. The research questions this study aims to address are: 
 
1. What are the important context, mechanism and outcome configurations of Forest 
School with young people aged 14-16 who have SEN? 
1.1 What are the features of the Forest School context which set up mechanisms of 
change? 
1.2 What are the mechanisms which enable outcomes to occur for the young people? 
1.3 What are the outcomes for 14-16 year olds with special educational needs who     
attend Forest School? 
1.4 What are the most critical context, mechanism and outcome configurations, 
according to key stakeholders? 
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Chapter 3. Methodology 
 
3. 1 Introduction 
This chapter begins by offering a detailed account of the epistemological background of 
WKLVHYDOXDWLRQQDPHO\µVFLHQWLILFUHDOLVP¶3DZVRQDQG7LOOH\). A key aim of this 
section is to explain why this approach has been adopted in preference to other 
epistemologies and methods which might have provided frameworks for developing an 
understanding of how Forest School works. This chapter begins by exploring features of 
traditional evaluation before explaining and justifying the use of Realistic Evaluation 
(RE), which offers a generative model of causation within a scientific realism paradigm 
(Pawson and Tilley, 1997). RE is then defined in relation to the current study, which 
leads to justification for the choice of methodology and data collection tools employed 
to address the research questions identified in the Realist Synthesis (RS). An account of 
the procedure is presented with regard to data collection and analysis. Ethical 
considerations are explained and discussed as a critical element of the research. Finally, 
threats to validity and reliability are discussed alongside steps taken to address them. 
 
3.2 Evaluations and Research  
Evaluations and research are conducted across disciplines and cultures in order to 
understand more about the world in which we live and to HQKDQFHSHRSOH¶VH[SHULHQFHV
and potential (Pawson and Tilley, 1997). Pawson and Tilley (1997, p. xi) state that 
³QRZDGD\VWKHWDVNRILPSURYHPHQWWKURXJKXQGHUVWDQGLQJKDVEHFRPHDSURIHVVLRQ´ 
indicating that a drive for knowledge is commonplace and well regarded in the current 
social and political culture. Evaluations and research aim to drive knowledge forward 
and therefore improve decision making by providing evidence-based answers to a 
variety of questions (Cohen, Manion and Morrison, 2011).  
 
Evaluations and research are fundamentally striving for understanding, but subtle 
differences in terms of timing may exist between them, as evaluations are more 
common when programmes are already occurring, whereas research often happens prior 
to programme launch, particularly within the medical community (Cohen, Manion and 
Morrison, 2011). Although the operational aspects of evaluation and research have 
similarities, there are differences between their conceptual and political features (Cohen, 
Manion and Morrison, 2011). Differences can often relate to the audience for whom the 
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work is intended, their scope (evaluations being generally more limited) and the purpose 
and use of the work (Cohen, Manion and Morrison, 2011). There appears to be some 
trends towards evaluations within education as researchers are often required or 
motivated to evaluate the effectiveness of particular programmes or interventions once 
they have started (Cohen, Manion and Morrison, 2011; Bozic and Crossland, 2012).  
 
Although evaluating the effectiveness of interventions or programmes already occurring 
is necessary for the understanding of practitioners and policy makers, validity can be 
compromised if commissioners have a vested interest in gaining positive results from an 
evaluator. Evaluations which are independent of financial, political or pragmatic 
influences of a sponsor are therefore likely to be more valid and reliable (Cohen, 
Manion and Morrison, 2011). The RS highlighted some examples of research which 
may have been commissioned by organisations eager to promote Forest School, but the 
driving force behind the current study is researcher motivation to understand how the 
programme works. Therefore, the current study is free of ties which might jeopardise 
researcher independence, although it is acknowledged that researcher interest and 
previous experience of Forest School may influence how the programme is viewed. 
Therefore, wherever possible steps have been taken to avoid bias including piloting, 
inter rater reliability, triangulation of evidence and a high level of motivation by the 
researcher to ensure the research is as robust, accurate and scientific as possible.  
 
3.3 Epistemology 
ESLVWHPRORJ\ LV GHILQHG DV ³the theory or science of the method of grounds of 
NQRZOHGJH´ (Oxford English Dictionary, 2013) and is therefore concerned with how 
knowledge and truth is constructed. A researFKHU¶VRZQFRQFHSWV about how knowledge 
can be gained influences their actions throughout research and the methods used to 
gather and analyse data within the research design (Cohen, Manion and Morrison, 
2011). Positivist inquirers hold a view that there is a scientific truth which can be 
discovered by controlling variables to ascertain causality (Cohen, Manion and Morrison, 
2011). Although positivists may be likely to claim ³VFLHQFH SURYLGHV XV ZLWK WKH
FOHDUHVWSRVVLEOHLGHDORINQRZOHGJH´ (Cohen, Manion and Morrison, 2011, p. 7) it has 
been criticised because high levels of control ignore the subtleties or heterogeneity of 
participant groups and can yield different results when replicated (Concato, Shah and 
Horwitz, 2000; Pawson and Tilley, 1997). Traditional meta-analyses of positivist 
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research has not given a ³VWRFNSLOHRIVROXWLRQVWRWKHLOOVDQGLQHTXDOLWLHVFRQIURQWLQJ
PRGHUQVRFLHW\´(Pawson, 2006, p. 42) therefore, an alternative is sought.  
 
Interpretivism, arguably at the other end of the epistemological spectrum to positivism, 
considers that reality is constructed individually through the interpretation of meaning 
(Goodman, 1978; Molder, 2010). This therefore suggests that a shared truth does not 
exist, but exists only as it is experienced by individuals, essentially reducing social 
science to individual interpretation of meaning (Sayer, 2000). As a shared 
understanding of reality is sought in this evaluation, realism is proposed as an area of 
µPLGGOH JURXQG¶ VWHHULQJ ³D SDWK EHWZHHQ HPpiricist and constructivist accounts of 
VFLHQWLILF H[SODQDWLRQ´ (Pawson, 2006, p.17), where contextual factors such as 
individual idiosyncrasy can be accounted for whilst also striving for a shared 
understanding of truth (Bhaskar, 2008). Davies (2011) offers a helpful summary of the 
features of these three described epistemological dimensions, sourced from Thistleton 
(2008) and Cohen, Manion and Morrison (2007).  
 
Figure 3.1 Comparisons of Epistemological Dimensions (Davies, 2011) 
 
(Davies, 2011, p. 102, adapted from Cohen, Manion and Morrison, 2007 and 
Thistleton, 2008) 
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Positivism and interpretivism are rejected in this study as not able to satisfactorily 
meet the aims of the evaluation, as neither can take account of critical contextual 
features and mechanisms while striving for a shared understanding of ³why a program 
works, IRUZKRPDQGLQZKDWFLUFXPVWDQFHV´ (Pawson and Tilley, 1997, p. xvi). This 
understanding can be gained through a realist perspective, which stresses the 
³mechanics of explanation´ Pawson and Tilley, 1997, p. 55) and can therefore be 
generalised (to some extent) to other settings who may be considering how to 
implement successful programmes (Pawson, 2006).  
 
Therefore, this study aims to identify features necessary for a successful Forest School 
programme with young people aged 14-16 with special educational needs (SEN), as 
well as providing the case study school with some outcome data. These aims require a 
realist view that reality exists yet our view of it can change and is modified through a 
cyclical process where theories are developed and tested (Pawson, 2006). An action 
research framework (Reason and Bradbury, 2001) could have been employed within the 
realist paradigm, but this has also been rejected on the grounds that the researcher does 
not aim to alter the current programme. 
 
3.4 Scientific Realism 
Realism develops and tests theories in order to understand how social programmes work 
(Sayer, 2000; Bhaskar, 2008). It strives for a truth based on evidence which is gathered 
to meet the aims of the evaluation, aiming to ³FRPELQHVFLHQWLILFPHDVXUHPHQWZLWKLQD
VRFLRORJLFDO YLHZ RI GDWD FRQVWUXFWLRQ´ (Shepherd, 2011, p. 56). Scientific realism 
(Pawson and Tilley, 1997; Pawson, 2006) measures what is present and measureable at 
D SRLQW LQ WLPH DQG SURYLGHV UHVXOWV LQ WHUPV RI D µSURYLVLRQDO WKHRU\¶ %R]LF DQG
Crossland, 2012), presenting outcome patterns rather than regularities (Pawson, 2006).  
 
It can, therefore, be criticised for failing to propose a stable and generalisable truth, but 
suggests that social programmes constantly vary due to a range of aspects, such as 
individual characteristics, which would rarely be the same on replication. Indeed, the 
theory is likely to change and develop when applied to other settings because ³RXU
DFWLRQVDUHDOZD\VSURQHWRFKDQJHWKHFRQGLWLRQVWKDWSURPSWWKHP´(Pawson, 2006, p. 
18). Social programmes are influenced by a range of factors, as illustrated in Fig. 3.2. 
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Therefore, an epistemological framework which captures and values this complexity is 
required when attempting to understand phenomena in the real world. 
 
Figure 3.2 Programme Complexity (Pawson, 2006). 
 
 
 
 
 
 
 
 
 
 
 
 
(Pawson, 2006, p. 36) 
 
Realists consider that the variety of factors illustrated in Fig. 3.2 influencing 
programmes means ³ZH FDQ QHYHU H[HUFLVH FRQWURO RYHU DOO WKH KLVWRULFDO DQG
contemporaneous, macro- and micro-conditions that have influenced the situation we 
ZLVKWRH[SODLQ´(Pawson, 2006, p. 18). Therefore, realists reject a positivist approach 
which they consider fails to account for the complexity of these open systems. 
Methodologies employed within a scientific realism framework strive to critically 
consider the evidence which should enable hypothesised theories to be accepted, 
rejected or refined (Pawson and Tilley, 1997). A RE develops theories by drawing out 
evidence from the data iteratively to test out the hypotheses raised in the Realist 
Synthesis (RS) to ultimately accept, reject or refine elements of the programme 
specification. This view of causation is different to a more traditional, linear X Æ Y 
DSSURDFKDVLWGUDZVXSRQDV\VWHPRIµJHQHUDWLYHFDXVDWLRQ¶WRSURYLGHDIUDPHZRUNIRU
programme specification development (Pawson and Tilley, 1997).  
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3.5 Generative Causation and Realistic Evaluation (RE) 
RE vieZV FDXVDWLRQ DV µJHQHUDWLYH¶ *HQHUDWLYH FDXVDWLRQ FRQVLGHUV outcomes as the 
results of actions following from a mechanism acting in a particular context, as 
presented diagrammatically in Fig. 3.3.  
 
Figure 3.3 Generative Causation (Pawson and Tilley, 1997) 
 
(Pawson and Tilley, 1997, p. 58) 
 
Pawson and Tilley (1997) explain that theories about how programmes work are made 
up of a set of context + mechanism = outcome configurations (CMOCs). In order to 
explain this, the authors refer to the example of the ignition of gunpowder, as also 
illustrated in chapter 2. Pawson and Tilley (1997, p. 58) suggest that ³JXQSRZGHUKDV
within it the causal potential to explode, but whether it does so depends on it being in 
WKHULJKWFRQGLWLRQV´Therefore, although gunpowder has the potential to ignite, if the 
conditions are not right (i.e. it is damp, insufficient powder or oxygen), it will fail to. 
Pawson and Tilley (1997) propose that the same is true for social programmes; although 
individuals may have the potential to change, this depends on the correct conditions.  
 
Pawson and Tilley (1997) offer an example with human participants where contextual 
factors altered human thinking (the change mechanism) to produce an outcome. They 
describe a scenario where cameras were installed in a car park and the frequency of car 
theft and damage reduced. Clearly, the cameras do not physically act to stop theft, but 
they impact upon the inGLYLGXDO¶VWKRXJKWPHFKDQLVPs and subsequently may alter the 
outcome, i.e. the potential thief or vandal does not commit a crime. Although 
superficially a simple example, Pawson and Tilley (1997) suggest there are several 
potential mechanisms at work, including individuals being concerned about being 
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caught, car users being more likely to use a car park with CCTV and the requirement for 
CCTV to be monitored may bring security officers to the car park more frequently, 
presenting an additional deterrent.  Even in a seemingly simple scenario, there may be 
several mechanisms at work. Proponents of RE argue that these often hidden 
mechanisms can be illuminated through targeting individuals who are likely to know 
what these mechanisms are (Pawson and Tilley, 1997). 
 
Although Pawson and Tilley (1997) focus their examples on crime prevention and 
offender rehabilitation, evaluators have more recently demonstrated successful use of 
RE within children and family services (Thornbery, 2012; Bozic and Crossland 2012; 
Davies, 2011; Webb, 2011; Soni, 2010; Thistleton, 2008). RE is a theory-building 
evaluation (Thornbery, 2012) which explores the mechanisms of change for individuals 
or groups within a specific context. Rather than focusing solely on outcomes, RE allows 
researchers to develop an understanding of the necessary conditions for success (Bozic 
and Crossland, 2012) which can be disseminated to practitioners striving to gain 
positive outcomes from programmes or interventions (Thornbery, 2012). 
 
3.6 Context, Mechanisms and Outcomes (CMOs) in a Realistic Evaluation 
Within RE, theories are built and tested through a cycle of developing context, 
mechanism and outcome configurations (CMOCs) which explain how programmes 
work: ³SURJUDPPHVZRUNKDYHVXFFHVVIXOµRXWFRPHV¶RQO\LQVRIDUDVWKH\LQWURGXFH
the appropriate ideas and RSSRUWXQLWLHV µPHFKDQLVPV¶ WR JURXSV LQ WKH DSSURSULDWH
VRFLDO DQG FXOWXUDO FRQGLWLRQV µFRQWH[WV¶ (Pawson and Tilley, 1997, p. 57).  A 
FRPSOHWHVHWRI&02&VPDNHVDµSURJUDPPHVSHFLILFDWLRQ¶3DZVRQZKLFKLV
continuously refined after new information is gathered. Contextual features include the 
individual capacities, interpersonal relationships, institutional settings and the wider 
infrastructure which is relevant to the intervention or programme under scrutiny 
(Pawson and Tilley, 1997). The role of these four factors to the context is represented in 
Fig. 3.4. 
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Figure 3.4 The intervention as a product of its context (Pawson, 2006) 
 
 
 
 
 
 
 
 
 
(Pawson, 2006, p. 32) 
 
REs acknowledge that programmes are complex and have different meanings for 
different people, i.e. a Forest School programme will be viewed slightly differently by 
programme designers, implementers, commissioners and young people involved 
(Pawson, 2006). Therefore a design which can capture this complexity through 
understanding multiple viewpoints as contextual features of the programme is required. 
 
Mechanisms are described as the ³HQJLQHRIH[SODQDWLRQLQDUHDOLVWDQDO\VLV´ (Pawson, 
2006, p. 23) and the ³FKRLFHVDQGFDSDFLWLHVZKLFK OHDG WR UHJXODUSDWWHUQVRI VRFLDO
EHKDYLRXU´(Pawson and Tilley, 1997, p. 216). This might occur through ³WKHLGHDVDQG
RSSRUWXQLWLHVZKLFKDUHLQWURGXFHGWKURXJKWKHSURJUDPPH´ (Thornbery, 2012, p. 31) 
and describe how the resources offered generate outcomes. Scientific realists appreciate 
that ³SURJUDPPHV GR QRW ZRUN WKH VDPH ZD\ IRU HYHU\RQH´ (Bozic and Crossland, 
2012, p. 8) so individual differences between people for whom the programme is 
intended to effect would be likely to impact upon the mechanism (Soni, 2010).  
 
RE assumes variation in multiple outcomes, which are the intended and non-intended 
products of a social programme within a particular context (Soni, 2010). Positivist 
research may focus on outcomes, but in a RE ³RXWFRPHV DUH QRW LQVSHFWHG VLPSO\ LQ
order to see if programmes work, but are analysed to discover if the conjectured 
PHFKDQLVPFRQWH[W WKHRULHV DUH FRQILUPHG´ (Pawson and Tilley, 1997, p. 217). This 
suggests that outcomes are not seen as separate but embedded in the programme theory 
alongside contextual features and mechanisms.  
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3.7 Designing a Realistic Evaluation 
In a RE, the CMOCs should be initially developed through a Realist Synthesis (RS) 
(Pawson, 2006) by extracting relevant data from the literature. As discussed in chapter 
2, during a RS the literature is examined for information about contexts, mechanisms 
and outcomes which the researcher abstracts to develop the first programme 
specification, or the first set of CMOCs (appendix 8.2). This initial programme 
specification is a set of hypotheses to be tested and is used to develop the research 
questions based on identified gaps in the knowledge of the existing literature. The 
research questions are then used to design the data collection tools which test out the 
initial programme specification to see whether or not, or to what extent, it applies to the 
social programme in question (Pawson and Tilley, 1997). When conducting the case 
study RE, themes which have emerged through the RS will be explored deductively, but 
the researcher also intends to be open to new, previously unknown themes emerging 
inductively through the case study (Soni, 2010). This process is presented in Fig. 3.5 
 
Figure 3.5 Realistic Evaluation Cycle (Pawson and Tilley, 1997) 
 
 
 
 
 
 
 
 
 
 
 
 
(Pawson and Tilley, 1997, p. 85) 
 
The Realistic Evaluation framework states that any methodology can be used to gather 
LQIRUPDWLRQ ³it is quite possible to carry out realistic evaluation using: strategies, 
quantitative and qualitative; timescales, contemporaneous or historical; viewpoints, 
cross-sectional or longitudinal; samples, large or small; goals, action-orientated or 
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audit-centered; and so on and so forth´ (Pawson and Tilley, 1997, p. 85). The only 
requirement of a RE in terms of data gathering is that the data must be appropriate and 
rich enough to enable the researcher to develop and refine the programme specifications 
(Pawson and Tilley, 1997). In a RE (Fig. 3.5), the method is derived from the 
hypothesis developed in the initial programme specification, which continues to develop 
as more data is gathered as part of the RE cycle.  
 
Programme specification refinement includes supporting, adding to, altering or deleting 
the existing set of CMOCs, based on the information available from data gathering 
(Pawson and Tilley, 1997). After the specification refinement has occurred, the people 
who know the programme well will be asked to comment on the refined programme 
specification, as part of a Realist Interview (RI). This enables the researcher to check 
that the data collected has been accurately interpreted (Pawson and Tilley, 1997). 
Information gained in the RI will then produce another refined programme 
specification. The RE process is summarised in Table 3.1.  
 
Table 3.1 The Realistic Evaluation process (from Timmins and Miller, 2007, p. 10). 
  Stage                                          Action 
     1 A programme theory is constructed, based on a review of relevant  
research literature and expert/practitioner knowledge (Realist Synthesis). 
     2 An initial programme specification is derived from the programme  
theory, which maps the programme in terms of assumed Cs, Ms and Os. 
     3 Hypotheses are derived from the initial programme specification. 
     4 An evaluation design and associated data gathering plan is constructed  
and actioned, as suggested by the hypotheses, to help check  
whether the programme is working as anticipated. 
     5 Construction of findings that highlight how the programme might be  
modified or inform replications in other settings (generalisation). This  
would lead to a clearer and more effective programme specification. 
 
Thornbery (2012) suggests that data collection (step 4) should be obtained from the 
programme designer, programme implementer and the individuals for whom the 
programme is designed to effect, relating in this case to the young people attending 
Forest School. With this in mind, once the RS had informed the research questions, a 
case study of Forest School for vulnerable learners was designed. 
 
 60 
3.8 Case Study Design 
In case studies³WKHFDVHLVthe situation, individual, group, organization or whatever it 
LVWKDWZHDUHLQWHUHVWHGLQ´ (Robson, 2011, p. 135). Case studies enable individuals or 
groups to be studied in great detail, which can be overlooked when large sample sizes 
are used (Banyard and Grayson, 2000). According to Yin (2009, p. 18) a case study is 
³Dn empirical inquiry that investigates a contemporary phenomenon in depth and 
within its real-life context´ 7KH IRFXVRQD µSKHQRPHQRQwithin its UHDO OLIH FRQWH[W¶
(ibid) suggests that case studies are an appropriate methodology for evaluations 
interested in contextual features of a programme (Pawson and Tilley, 1997).  
 
Case studies should incorporate different data gathering tools to enable triangulation, 
including interviews, observations or questionnaires (Robson, 2011). Triangulation 
involves combining several methods and giving them equal relevance (Flick, 2006). 
This process enhances the validity of research because it ³KHOSV WREDODQFHRXWDQ\RI
the potential weaknesses in each datDFROOHFWLRQPHWKRG´(Gray, 2004, p.33). However, 
there is still a view within the literature that research designs can be categorised in terms 
of quality of robustness, with meta-analysis and randomised control trials holding the 
highest place and case studies towards the lower end of the scale (Aslam, Georgiev, 
Mehta and Kumar, 2012). Critics of the case study method have suggested they lack 
rigour and fail to address generalisation (Noor, 2008). Therefore, case study data may 
be poorly regarded in terms of robustness, as illustrated in Figure 3.6. 
 
Figure 3.6 Levels of Evidence Hierarchy (Aslam et al, 2012) 
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However, Concato, Shah and Horwitz (2000) found that the results of case studies did 
not over or underestimate the impact of treatment and randomised control trials were 
criticised for not always yielding the same or similar results on replication and ignoring 
individual factors which may explain the success of a particular treatment. A case study 
account of the ³SKHQRPHQRQ LQ FRQWH[W´ (Robson, 1993, p. 52) of a Forest School 
programme, should provide detailed information about the CMOCs occurring in this 
programme. This information will enable systematic development of a programme 
specification, with clear links to the sources of information to aid traceability and 
replication. Robson (1993) suggests that case studies can be rigorous, as long as threats 
to internal validity are considered and addressed appropriately. Therefore, threats to 
internal validity are presented towards the end of this chapter, including how the threats 
have been addressed in this case study. 
 
3.9 Procedure 
This evaluation intends to develop a programme specification explaining how a case 
study Forest School works. The process in Fig. 3.7 illustrates how deductive analysis of 
the existing research produced an initial programme specification which is refined 
through inductive and deductive case study data analysis to produce a more accurate 
programme specification.  
 
Figure 3.7 The Realistic Evaluation Process of the Current Study  
 
START 
Realist Synthesis 
(deductive 
analysis) 
Programme 
Specification 1 
Design and 
implement Case 
Study of Forest 
School (inductive and 
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Programme Specification 3 
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CMOs 
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Specification 2 
 62 
As illustrated in Fig 3.7, two programme specifications will be produced and refined 
before a final one presents the provisional theory of CMOCs relevant to this case study 
Forest School. As explained in chapter 2, Forest School is growing in use across the UK 
(Cree, 2009) and is used in my placement authority. In order to gain information about 
the use of Forest School in this LA and to consider potential case study locations, an 
email was sent to every Educational Psychologist (EP) in the county asking whether the 
schools they were working with used this approach. Many EPs replied suggesting that 
their primary schools were currently providing Forest School, but no positive responses 
were received regarding current use in mainstream secondary schools (although two had 
in the past but funding was no longer available). This request for information from EPs 
revealed that two secondary special schools in the county had used Forest School for 
their learners, only one of which continued to invest in the academic year 2012/2013.  
 
3.9.1 Identifying a School and Liaison with Stakeholders 
As part of the role as a TEP, I happened to start working with the secondary special 
school which continued to funG)RUHVW6FKRROIRUVRPHRIWKHLUOHDUQHUVµ2DN6FKRRO¶
(name changed to protect participant anonymity) caters for the needs of approximately 
100 children from Year 5 to Year 14 with moderate learning difficulties, social and 
emotional needs and autism. Most pupils are White British and over one third are 
eligible for pupil premium. Oak School pupils who are on the Forest School programme 
WUDYHO WR D QDWXUDO ZRRGODQG VLWH ZKLFK VKDOO EH UHIHUUHG WR KHUH DV µ&URZ¶V :RRG¶
(name also changed to protect participant anonymity). Initial meetings were held with 
2DN 6FKRRO¶V $VVLVWDQW +HDGWHDFKHU ZLWK UHVSRQVLELOLW\ IRU FRRUGLQDWLQJ DOWHUQDWLYH
SURYLVLRQ DQG WKH )RUHVW 6FKRRO PDQDJHU DW &URZ¶V :RRG LQ RUGHU WR H[SORUH WKHLU
level of interest in an evaluation of )RUHVW6FKRRODQGWKHSRVVLELOLW\RI&URZ¶V:RRG
being used as a research site.  
 
Crow's Wood has developed an accredited programme whereby regular participation at 
Forest School enables young people to meet the criteria for units of National Open 
College Network qualifications (NOCN, 2013). Pupils on this programme are offered 
Forest School at the beginning of Year 10 and can choose to continue this to the end of 
Year 11. At the start of the programme, the young people make a camp and are shown 
basic tool use, which gradually increases to using power tools. They also receive 
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training in horticulture, wood skills (e.g. coppicing) and fire lighting, when they have 
demonstrated an understanding of risk and can follow safety instructions at the site.  
 
Forest School is delivered by two fully trained male Forest School Leaders (FSLs); one 
from &URZ¶V Wood and the other employed by Oak School. Once ethical approval had 
been gained from the Nottingham University committee (appendix 8.3), written 
LQIRUPHG FRQVHQW ZDV JDLQHG IURP 2DN 6FKRRO¶V +HDGWHDFKHU $VVLstant Headteacher 
DQGWKH)RUHVW6FKRRO0DQDJHUDW&URZ¶V:RRG$OOVHQLRUOHDGHUVH[SUHVVHGLQWHUHVWLQ
the results of the evaluation as a means of assessing the impact of Forest School. Oak 
School Senior Leadership Team (SLT) were open about their own lack of detailed 
understanding of Forest School, and suggested that the next step should be to meet with 
the FSLs.   
 
3.9.2 Participants and Research Context 
Information and consent forms were sent via Oak School to the parents/carers of the ten 
Year 10 and Year 11 pupils accessing Forest School. Five forms were returned to 
school, with four giving positive consent. Each pupil has a statement of SEN and had 
already attended Forest School as part of an alternative curriculum package for at least 
two full academic terms. Table 3.2 illustrates basic characteristics of the pupils who 
were to be involved in the case study. 
 
Table 3.2 Pupil Participant Characteristics 
 
 
 
 
 
 
 
 
 
Although the school sent a reminding text message to parents who had not responded, 
this failed to yield a higher number of returned forms. Contextually, the school serves a 
population of low socio-economic status and who experience higher than average levels 
Code    Sex     Year Group             Nature of SEN 
    1     M            11                   Autism 
       Learning Difficulties 
    2     M            11           Learning Difficulties 
    3      F            10        Learning Difficulties 
      Emotional and Behavioural Needs 
    4     M            10       Learning difficulties 
      Emotional and Behavioural Needs 
Attention Deficit Hyperactivity Disorder 
                          (ADHD) 
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of illiteracy in both child and adult generations. Although the response rate was quite 
low at 40%, Oak School staff suggested that given the vulnerability and illiteracy of 
some parents, this was in fact an unexpectedly high response, from their perspective. 
This vulnerability of some of the young people at Oak School was captured during a 
)RUHVW6FKRRO/HDGHU¶V)6/VHPL-structured interview:  
 
³$ORWRI WKHNLGVFRPH IURPYHU\DEXVLYHGLVUXSWLYHEDFNJURXQGVDQG,JHWNLGV WKDW
FRPH KHUH LQ WKH PRUQLQJ DQG WKH\ FDQ¶W FRQFHQWUDWH RQ DQ\WKLQJ EHFDXVH WKH\¶UH
VWDUYLQJWKH\KDYHQ¶WVOHSWSURSHUO\WKH\KDYHQ¶WHDWHQSURSHUO\WKH\¶UHQLFNLQJVWXII
from the shops on their way here - MXVW VR WKH\¶YHJRW VRPHWKLQJ WRHDW VRPHWKLQJ WR
GULQN´                                                                                                           (Participant A) 
 
7KH SXSLOV LQ <HDU  DWWHQG &URZ¶V :RRG for a full day on a Wednesday with an 
additional teaching assistant provided by the school (not Forest School trained). The 
Year 11 pupils have attended Forest School since the beginning of Year 10 for a full day 
each Thursday. Gaining pupil voice should be a part of research with children and 
young people (Greig, Taylor and MacKay, 2013) so an aim of this case study is to 
JDWKHU SXSLO¶V YLHZV VR WKDW WKH\ FDQ VXSSRUW WKH GHYHORSPHQW RI D SURJUDPPH
specification and potentially illuminate how Forest School might work differently for 
different people. Sampling was purposive in that individuals were targeted due to their 
knowledge of Forest School and their capacity to comment on aspects of the context, 
mechanism and/or outcomes (Cohen, Manion and Morrison, 2011). As well as pupils, 
participants therefore also included parents (n=2), teachers in school (n=2), FSLs (n=2) 
and TAs supporting the programme (n=2). Multiple sources of evidence was planned to 
enable data gathered in the case study to be triangulated (Yin, 2009).     
 
3.9.3 Data Gathering Tools 
As described above, a range of participants were targeted to give information to inform 
the development of a Forest School programme specification and this data gathering 
subsequently required several data gathering tools. Pawson and Tilley (1997) suggest 
that social programmes are often unique and therefore require bespoke measures. For 
example, when investigating how a prison education project had (if at all) changed male 
SULVRQHU¶V UHDVRQLQJ DQG DWWLWXGH 3DZVon found ³WKHUH ZHUH RI FRXUVH QR VWDQGDUG
questionnaires, personality inventories or attitude scales ready-made for such a specific 
SXUSRVHVRRQHKDGWREHLQYHQWHG´(Pawson and Tilley, 1997, p. 169). This was also 
the case for the Forest School programme with a group of young people with SEN. 
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Tools for gathering information were therefore designed by the researcher to draw on 
data from a range of individuals involved in the programme, as outlined in Table 3.3 
 
Table 3.3 Data gathering tools used in this study. 
 Target Participants      Measurement Tool  Method of Development 
Young people (x4) Narrative observations 
Semi-structured interviews 
Piloted with FSL and Senior 
EP 
Parents (x2) Telephone interviews Piloted with FSL and Senior 
EP  
Teachers (x2) Questionnaires Piloted with school staff and 
Senior EP 
Forest School Leaders 
(x2) 
Forest School TAs (x2) 
Semi-structured interviews 
Realist Interviews 
Questionnaires 
Piloted with other Forest  
School leaders 
Piloted with Senior EP 
 
 
Efforts were made to pilot data gathering tools where possible. The researcher had 
access to other members of staff at Oak School who were able to pilot the 
questionnaires and other FSLs not involved in the case study Forest School piloted the 
semi-structured interview. The semi-structured interview pilot led to three refinements 
of the script and enabled recording tools to be checked. However, due to the 
aforementioned vulnerability of the pupils and parents which impacted upon gaining 
consent for the study, it was not deemed appropriate to approach other pupils or parents 
from this school for the purpose of piloting materials. Therefore piloting of scripts used 
for parents and pupils was conducted with professionals who knew the population well, 
including a Senior EP and the FSL. The data gathering process was conducted in the 
following timeframe (Table 3.4). 
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Table 3.4 Timeline of Case Study Research Activity 
          Date                                  Research Activity 
6.9.12 ± 13.9.12 Collating information via email about use of Forest School  
in the LA from others EPs 
28.9.12 ± 23.11.12 0HHWLQJVKHOGDW2DN6FKRRODQG&URZ¶V:RRGZLWK6/7WR 
gain initial information about the Forest School programme 
7.2.13 - 11.2.13 Ethical approval received from University of Nottingham so 
written informed consent was sought and gained from  
OHDGHUVDW2DN6FKRRODQG&URZ¶V:RRGWRDOORZUHVHDUFKHU 
access to the Forest School site  
27.2.13 ± 10.5.13 Parental consent and information forms developed, checked 
by school, sent out (x10) and received by school (x5) 
24.5.13 Parental telephone interviews conducted (x2) 
22.5.13 ± 27.6.13 Narrative observations and programme validity checklist 
FRQGXFWHGDW&URZ¶V:RRGREVHUYDWLRQDOGDWDRQO\JDWKHUHG 
for pupils with consent). Documents gathered from FSL  
(examples of risk assessment and NOCN module criteria)  
26.6.13 ± 27.6.13 Semi-structured interviews with pupil participants (x3) 
1.7.13 ± 17.7.13 Teacher (x2) and Forest School staff (TAs x2 and FSLs x2)  
consent gained and questionnaires distributed and collected 
15.7.13 ± 16.7.13 Pilot of Forest School staff semi-structured interview (x2) 
17.7.13 Interview Forest School staff (x2 TAs and x2 FSLs) 
8.1.14 Realist Interviews with Forest School staff (as above) 
14.3.14 )LQDOFKHFNRI&02UDQNLQJVZLWK&URZ¶V:RRG)6/ 
2.4.14 ± 11.4.14 Feedback to participants and stakeholders 
 
The timeline of research activity illustrates that, once ethical considerations of informed 
consent had been addressed, the case study commenced. The following account 
provides further information and justification for the data gathering tools used in this 
naturalistic case study (Cohen, Manion and Morrison, 2011). 
 
3.9.3.1 Observations 
The Forest School programme at &URZ¶V:RRGZDVREVHUYHGE\WKHUHVHDUFKHUIRUIRXU
days (20 hours) in order to assess programme fidelity and support development of the 
second programme specification through an ethnographic understanding of the real 
world context of the programme (Robson, 2011). The fidelity check was necessary to 
HQVXUHWKDWWKHSURJUDPPHRIVWXG\ZDVLQGHHGD)RUHVW6FKRRODFFRUGLQJWRWKH)6$¶V
(2013) criteria. Narrative observation of the site and discussion with FSLs confirmed 
that the criteria were met, for example, long-term delivery of the programme in a natural 
environment. Appendix 8.5 gives full account of the FSA (2013) criteria and evidence 
of how the Forest School programme under study met these criteria.   
 67 
Case studies such as this share similarities with ethnographic research due to a focus on 
inductive data gathering, contextual relevance of the observations and repeated 
observation (Cohen, Manion and Morrison, 2011). Ethnographic studies also draw on 
gathering live data through the use of technical devices (ibid). Therefore, photographs 
were taken to contextualise the Forest School programme and to provide evidence to 
VXSSRUW WKH SURJUDPPH VSHFLILFDWLRQ &URZ¶V :RRG LV DSSUR[LPDWHO\  PLOHV DZD\
from Oak School, set within approximately 100-acres of natural ancient woodland, as 
shown in Photograph 3.1. 
 
Photograph 3.1  
&URZ¶V:RRGRQ 
 
 
 
 
 
 
 
 
 
Narrative observations were used to capture the setting, activities, interactions and 
behaviour of the pupils who, alongside their parents, had given informed written 
consent to be observed. The observations were classed as narrative participant 
observations due to this association with ethnographic research which enables data to be 
generated through the researcher observing and listening to people in the context of the 
study (Gray, 2004). Although it is acknowledged that an individual researcher cannot 
capture every observation and may have a limited observational perspective, structured 
observations were rejected in this case study due to the need to be open to additional 
themes not identified by the RS (Flick, 2006). The observations were ethical and overt 
because all participants at Forest School, including the young people, were aware that 
the researcher was observing the programme to gain an insight into how it works.  
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3.9.3.2 Documentary Analysis 
Drawing on elements of the programme described in documentation has supported the 
development of programme specifications in other REs in an educational context 
(Webb, 2011). Available documents were examples of activity risk assessments and 
qualification criteria (appendix 8.9) which the young people could demonstrate to gain 
an NOCN award (NOCN, 2013). The risk assessments supported the programme 
fidelity check (appendix 8.5), which states that a Forest School requires working policy 
documents (FSA, 2013). The NOCN (2013) module criteria supported an understanding 
of the contextual features of the Forest School programme because it clearly documents 
the work young people must do at Forest School in order to fulfill criteria for the 
qualification. As all young people on this programme were working towards the 
modules, this information is relevant to the whole group.  
 
The FSLs had selected 11 modules (NOCN, 2013) which young people can achieve 
through attending FRUHVW 6FKRRO VXFK DV µ8VLQJ 7HDPZRUN 6NLOOV¶ µ8QGHUVWDQGLQJ
2UJDQLF+RUWLFXOWXUH¶DQGµ8VHDQG0DLQWDLQ:RRGZRUNLQJ7RROV¶3XSLOVDUHDVVHVVHG
by FSLs through observations and a written portfolio (with scribe support). Elements of 
the documents were drawn out to support programme specification development, for 
example both the risk assessments and NOCN (2013) paperwork suggest that pupils use 
potentially dangerous tools at Forest School so this documentary evidence supports the 
FRQWH[WXDO IHDWXUH RI µH[SRVXUH WR ULVN RI KDUP¶ 7KLV LQIRUPDWLRQ FDQ VXSSRUW
information about the context gained through observations but should not be given 
significant weight due to the potential for discrepancy between what the module notes 
say is achieved in comparison to the actual achievements of the young people.  
    
3.9.3.3 Questionnaires 
Within a RE, data gathering tools can be developed to fit the purpose of the research 
questions (Pawson and Tilley, 1997). Pawson (2006) suggests that quantitative data can 
be helpful to support the understanding of programme outcomes and as a research 
question in this study focuses on the outcomes of attending Forest School for the young 
people involved, a questionnaire was designed by the researcher (appendix 8.12). FSLs 
and TAs supporting Forest School were asked to complete a questionnaire for each 
pupil they worked with, as were teachers at Oak School who knew the pupils well. 
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Teachers in the school were targeted to find out about the degree to which any outcomes 
observed at Forest School might also be seen in the school setting.  
 
In line with guidance from Cohen, Manion and Morrison (2007) the questionnaires were 
designed to give several options to explore a specific concept, ensured that the questions 
linked to the research questions, and were simple, accessible and brief. Pilots of the 
questionnaires were conducted with two adults from the education profession with some 
knowledge of Forest School, which led to amendments to the wording. Questionnaires 
about each pupil participant (n=4) were completed by both FSLs (n=2). Teachers of n=3 
of the pupils completed the questionnaires and a TA additionally completed a 
questionnaire for n=2 of the pupils, leading to a total of n=13 completed questionnaires.  
 
The questionnaire (appendix 8.12) was structured in order to gain specific outcome data 
related to information which had emerged through the RS and the case study to date (i.e. 
observations, parent and pupil interviews). As narrative observations had explored 
)RUHVW6FKRROLQGXFWLYHO\WKHTXHVWLRQQDLUHVZHUHGHVLJQHGWRGHGXFWLYHO\µSLQGRZQ¶
the relevance of outcome data to each pupil. Therefore the questionnaires explicitly 
asked participants to rate the extent to which pupils had been affected by the Forest 
School experience in areas of development including confidence, motivation and 
emotional well-being. Participants completing the questionnaires were also asked to 
offer qualitative information to explain their responses further or give additional 
information. Although the questionnaire enabled hypotheses arising from the RS and 
case study so far to be tested by targeting adult participants who know the young people 
well, the tool is limited by a lack of pre-programme data. The retrospective nature of the 
questionnaire data gathering therefore impacts detrimentally on the accuracy of the 
findings and may be open to bias if participants were eager to promote the Forest 
School approach. The results therefore will be treated with caution and drawn upon only 
as a small part of a triangulated design. 
 
3.9.3.4 Interviews 
Interviews are essential data sources in a case study design (Yin, 2009) and two types of 
interviews were employed in this RE: semi structured and realist. Semi-structured 
interviews were used to gain information from pupils, parents and professionals 
involved in the Forest School programme. The Realist Interview (RI), which is 
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discussed in more detail later, occurred in order to check the findings of the case study 
with the four Forest School staff, within a scientific realist framework (Pawson, 2006). 
Semi-structured interviews were selected for data gathering purposes because they are 
targeted and insightful (Yin, 2009), allowing specific and more open questions to be 
asked which can support accurate programme specification development (Pawson and 
Tilley, 1997). Pilots were conducted in order to avoid bias which can result from poorly 
designed interviews and interviews were recorded where possible to ensure accurate 
recall. It is acknowledged that interviewees may be tempted to provide answers they 
believe the interviewer wants to hear (Yin, 2009). Therefore, explanatory passages were 
read out at the start RIHDFKLQWHUYLHZWRH[SODLQWKHUHVHDUFKHU¶VUROHDQGWKHSXUSRVHRI
WKH LQWHUYLHZ HPSKDVLVLQJ WKH LPSRUWDQFH RI JDLQLQJ WKH LQWHUYLHZHH¶V KRQHVW YLHZ
Interview participants gave informed written consent and no deception was involved 
(Cohen, Manion and Morrison, 2011).   
 
3.9.3.4.1 Telephone Interviews with Parents 
Parents who gave informed written consent for their child to be involved in the case 
study (n=4) were asked whether they would consent to being contacted by telephone to 
give their perspective on the impact of Forest School on their child. Parents who gave 
consent for this (n=2) were then contacted by telephone due to the convenience of this 
approach, reduced interviewer effects and lack of reliance on literacy (Cohen, Manion 
and Morrison, 2011). At the beginning of the telephone interview the purpose of the 
conversation was explained and further verbal consent gained. The interview structure 
was piloted with two other adults and the transcripts can be found in appendix 8.10. 
Although only a very small (n=2) parental population was accessed, this anecdotal 
information can be used as part of a triangulated approach to refine CMOCs and support 
the development of an understanding of parental view which does not yet appear to have 
been sought for this population of young people accessing Forest School.  
 
3.9.3.4.2 Interviews with Young People 
Roe and Aspinall (2011b) avoided seeking pupil views due to the potential of inducing 
anxiety when an unfamiliar researcher attempts to interview extremely vulnerable 
young people. However, pupil views are important (Greig, Taylor and MacKay, 2013) 
and, if possible and appropriate, should therefore be represented in the programme 
specification. Indeed, young people are amongst the most critical stakeholders in this 
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project and ³LW LV LQFUHDVLQJO\ DFFHSWHG WKDW FKLOGUHQ DUH FR-constructors of meaning 
DQG GR KDYH D YDOLG SHUVSHFWLYH ZRUWK\ RI LQFOXVLRQ LQ UHVHDUFK´ (Greig, Taylor and 
MacKay, 2013, p. 208).  
 
Due to varying levels of literacy ability amongst the young people, it was deemed more 
appropriate to conduct semi-structured interviews at Forest School rather than ask them 
to complete a written questionnaire, which could potentially be stress inducing and yield 
limited results (Nind, 2008). Three out of the four pupils who gave informed consent to 
be observed also gave consent to be interviewed and recorded, both in written form 
prior to the study and verbally at the beginning of the interview. These semi-structured 
interviews were conducted at Forest School on the second day of observations, so that 
the young people had time to become familiar with the researcher. The researcher used 
skills gained in prior professional practice working with vulnerable young people to 
engage sensitively and respectfully, with ethical considerations to the fore (BPS, 2010). 
These skills focused on building rapport with the young people, being non-judgemental 
of their views and attuned to the verbal and non-verbal communication regarding 
whether they are happy to continue the interview.  
 
3.9.3.4.3 Interviews with Forest School Staff 
In an RE it is crucial to target individuals who know the programme well and can 
comment on elements related to context, mechanisms and outcomes (Pawson and 
Tilley, 1997). Therefore, the four members of staff attending Forest School alongside 
the young people were interviewed (appendix 8.7). The semi-structured interview was 
designed in two parts; firstly to allow the participant to talk openly about their views of 
Forest School and secondly to ask them specifically about their view on outcomes 
which had surfaced in the literature as part of the RS. A pilot of the semi-structured 
interview script was conducted to ensure the questions were appropriate, non-leading 
and accessible. Two different FSLs working within the same LA were contacted and 
gave informed consent to be interviewed as part of a pilot. The semi-structured 
interview scripts were subsequently modified to reflect the responses of the pilot 
participants to the questions in appendix 8.6.  
 
Informed written consent from the Forest School staff was sought and obtained for the 
purpose of refining the first programme specification by seeking their view of the 
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outcomes, contextual factors and hidden mechanisms at work, or the ³FLUFXPVWDQFHV
DFWLRQVRUWKRXJKWVWKDWUHODWHWRWKHDFNQRZOHGJHGRXWFRPHV´(Shepherd, 2011, p. 57). 
As four views will be probed, this gives scope for triangulation during thematic analysis 
of the transcripts, which will be used for ³LGHQWLI\LQJDQDO\VLQJDQGUHSRUWLQJSDWWHUQV
WKHPHV ZLWKLQ GDWD´ (Braun and Clarke, 2006, p. 79). More detail will be provided 
later about data analysis and how the second programme specification was developed.  
 
3.9.3.5 Realist Interview (RI) 
RIs are open about the current programme specification by inviting participants to 
XQGHUVWDQGWKHUHVHDUFKHU¶VWKHRU\DQGWKHQoffer their own view in order to refine the 
structure (Pawson and Tilley, 1997). Another aim of the RIs is to probe Forest School 
VWDII DERXW µXQNQRZQ¶ HOHPHQWV RI WKH SURJUDPPH VSHFLILFDWLRQ ZKLFK DUH RIWHQ WKH
mechanism factors (Pawson, 2006). These oftHQ µKLGGHQ¶ PHFKDQLVPV PD\ WKHUHIRUH
require careful discussion and consideration to discover, if they have not been 
illuminated in the RS or case study. Therefore, after case study data gathering, the 
second programme specification (appendix 8.15) was presented to the four Forest 
School staff in order to offer them an opportunity to accept or reject elements of the 
SURJUDPPH VSHFLILFDWLRQ 5DWKHU WKDQ SRWHQWLDOO\ KDYLQJ WR JXHVV WKH LQWHUYLHZHU¶V
DLPVLQ5,VSDUWLFLSDQWVVKRXOGWKLQN³yes, I understand the general theoretical ground 
you are exploring, this makes your concepts clear to me, and applying them to me gives 
WKH IROORZLQJ DQVZHU«´ (Pawson and Tilley, 1997, p.167). Participants gave written 
informed consent for the RI to be recorded and for their information to be used for a 
final refinement of the programme specification.  
 
A plan of the RI (appendix 8.16) was presented to each participant, including 
information on confidentiality, the voluntary nature of participation and their right to 
withdraw. It is acknowledged that any interview can be at risk of bias or low reliability, 
so a pre-prepared plan can help to limit these effects (Cohen, Manion and Morrison, 
2011). This RI was delivered as a group session which was time effective and 
potentially more natural than individual interviews, as the group can generate theory 
through natural conversation which also ³EHFRPHVDWRROIRUUHFRQVWUXFWLQJLQGLYLGXDO
RSLQLRQV PRUH DSSURSULDWHO\´ (Gray, 2004, p. 191). The RI process has two key 
HOHPHQWV WKH µWHDFKHU-OHDUQHU IXQFWLRQ¶ DQG WKH µFRQFHSWXDO UHILQHPHQW SURFHVV¶
(Pawson and Tilley, 1997, p. 165), as explained diagrammatically in Fig. 3.8. 
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Figure 3.8 Basic Structure of the Realist Interview (Pawson and Tilley, 1997) 
 
 
(Pawson and Tilley, 1997, p. 165) 
 
This cyclical process enables continual refinement of the programme specification and 
enables participants to guide this refinement. However, the group interviews can present 
challenges, such as the need to be aware of the threat of extreme views due to a 
dominant person, particularly in such a small (n=4) group (Cohen, Manion and 
Morrison, 2011). Therefore, in addition to the group discussion there was also an 
opportunity for individual viewpoints to be gathered during the RI. Each participant was 
given their own copy of programme specification 2 and asked to make notes regarding 
any changes they felt should be made.  
 
Social programmes are complex and likely to result in multiple CMOCs (Pawson, 
2006). Therefore, in order to structure findings to be useful and accessible to other 
settings, a method of illuminating the most critical or important aspects to the Forest 
School programme was sought. Greater frequency of codes relating to CMOCs in the 
data does not necessarily correlate to importance (Braun and Clarke, 2006), so Forest 
School staff were asked to rank the CMOCs for importance to programme success. 
Participants were asked to rank the CMOCs during the RI because ranking has been 
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used successfully during other REs within educational contexts (Soni, 2010; Davies, 
2011). Additionally, although ranking is not an explicit part of a RI according to 
3DZVRQDQG7LOOH\WKHGLDJUDPSUHVHQWHGLQ)LJ³is not meant to imply the 
existence of some singular and unique technique which captures the idea´3DZVRQDQG
Tilley, 1997, p. 169). Therefore, there is room for flexibility in terms of the conceptual 
refinement gained from the participants, and ranking is likely to be helpful in an applied 
role in order to enable other settings to focus on the most critical elements.  
 
However helpful ranking may be practically, it also has limitations in this scenario 
where a large amount of data was gathered. Thornbery (2012) found that many 
practitioners were overwhelmed by the presentation of the programme configurations, 
and the researcher in this study had similar concerns. Therefore, rather than asking 
participants to rank the full data set, the data was divided into sections to ensure that it 
was ranked in its entirety by at least two participants. Although this technique limits the 
accuracy of the rankings, it enables a mean average score to be developed and is 
respectful of participant time and goodwill (BPS, 2010). In order to address this 
limitation in ranking accuracy, the final programme specification was sent to one of the 
participants for a final member check in order to improve the accuracy and validity of 
findings (Yanow and Schwartz-Shea, 2006). This member check led to one amendment 
regarding the importance of providing drinks to the young people, which increased from 
DUDQNRIµSDUWLDOO\LPSRUWDQW¶WRµLGHDO¶IRUSURJUDPPHVXFFHVV 
 
3.10 Ethical Considerations 
The guidelines set out by the BPS (2010) state that research should show respect for the 
dignity and autonomy of participants, have scientific value and social responsibility and 
aim to maximise benefit and minimise harm for those involved. This study was not 
considered to present risk of harm as the pupils involved were already accessing Forest 
School as part of their educational provision. 
 
3.10.1 Consent 
Informed written consent was gained from every individual involved in the study (BPS, 
2010), including young people, parents, FSLs, TAs, teachers and members of the SLT 
who gave consent for the researcher to have access to the research site (appendix 8.4). 
As the young people attending Forest School are under 16 years old, informed written 
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consent was sought from their parents or professionals with parental responsibility. 
3DUHQWV ZHUH DVNHG WR VHHN WKHLU FKLOG¶V ZULWWHQ FRQVHQW IRU LQYROYHPHQW LQ WKH VWXG\
through discussion. Parents were also asked to give written informed consent for their 
FKLOG¶VWHDFKHU)6/DQG7$WREHDSSURDFKHGWRFRPSOHWHDTXHVWLRQQDLUHDERXW WKHLU
child and to allow the researcher to take photographs of the young people at Forest 
School, solely for the purposes of this evaluation. Written informed consent was gained 
to observe n=4 young people and to interview (and record) n=3 of them.  
 
Teachers, TAs and FSLs gave written informed consent for participation in the 
interviews and/or completion of a questionnaire. These participants were shown the 
parental consent forms which explicitly gave permission for professionals to give 
information about the young people. Information sheets accompanying all consent 
forms outlined the purpose of the study in detail, and all participants were given 
researcher and supervisor contact details to obtain further information, although none 
made contact. The right to withdraw data and participation at any time was made 
explicit.  
 
3.10.2 Confidentiality 
Pupil data will be stored in a locked cabinet and all information will be anonymous and 
kept in accordance with the standards outlined by BERA (2004). The researcher will 
remind anyone asking for confidential information that they are bound by the BPS 
(2010) ethical guidelines on confidentiality and data security.  
 
3.10.3 Feedback 
After the results of the study were analysed, pupil participants were thanked for their 
involvement and given child-friendly information about the findings. A summary report 
was made available to parents of the four target pupils, Oak School, CroZ¶V:RRGDQG
the EPS.   
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3.11 Data Analysis 
The aim of the study is to ensure that a sufficient amount of data is collected to provide 
accurate and thorough evidence from multiple sources to inform a final programme 
specification. Although the small case study design makes generalisation of outcome 
findings difficult, the findings can be used by other settings to inform the development 
of their Forest School programmes, indeed ³VWURQJUHDOLVWHYDOXDWLRQVDUHWKXVLQWHQGHG
to lead to better-focused and PRUHHIIHFWLYHSURJUDPPHV´(Pawson, 2006, p.15).  
 
Thematic analysis has been selected for data analysis of the case study data (semi-
structured interviews, observations, questionnaires) because it is a flexible tool which 
FDQ EH ³conducted within both realist/essentialist and constructionist paradigms, 
although the outcome and focus will be different for each´%UDXQDQG&ODUNHS
85). Although the evaluation was searching for themes which had already emerged in 
the RS to gain an understanding of the extent to which previous knowledge of Forest 
School applied to the group in question, the researcher was also open to the 
development of new codes and CMOCs. Thematic analysis of the data was therefore 
selected due to its ability to develop themes both inductively and deductively (Fereday, 
2006).  
 
Thematic analysis has been used in other REs (Webb, 2011) to support the accurate 
development of CMOCs and involves re-reading the transcripts to search for repeating 
LGHDVLQRUGHUWRFRGHWKHSDUWLFLSDQW¶VUHsponses and develop themes (Fereday, 2006). 
Interview data was first transcribed in order to give an opportunity for the researcher to 
become familiar with the data set and to support the coding process (Braun and Clarke, 
2006). Inter-rater reliability checks were used to ensure the audio to paper transcription 
was accurate. Table 3.5 presents the stages of thematic analysis used in data analysis of 
this RE, from Braun and Clarke (2006). 
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Table 3.5 Phases of Thematic Analysis (Braun and Clarke, 2006) 
  Phase                        Description of process 
1.Familiarising  
yourself with the data 
Transcribing data, reading and re-reading the data, noting down 
initial ideas. 
2. Generating initial  
codes 
Coding interesting features of the data in a systematic fashion  
across the entire data set, collating data relevant to each code. 
3. Searching for  
themes 
Collating codes into potential themes, gathering all data  
relevant to each potential theme. 
4. Reviewing themes Checking if the themes work in relation to the coded extracts  
(level 1) and the entire data set (level 2), generating a thematic  
µPDS¶RIWKHDQDO\VLVDSSHQGL[ 
5. Defining and  
naming themes 
Ongoing analysis to refine the specifics of each theme, and the  
overall story the analysis tells, generating clear definitions and  
names for each theme (appendix 8.14). 
6. Producing the  
report 
The final opportunity for analysis. Selection of vivid,  
compelling extract examples, final analysis of selected extracts, 
relating back of the analysis to the research question and  
literature, producing a scholarly report of the analysis.  
 
Therefore, once transcribed, a list of initial codes were developed which appeared to 
represent key ideas from the data. These were then considered further and grouped into 
EURDGHUWKHPHVGHILQHGDV³DQLPSOLFLWWRSLFWKDWRUJDQL]HVDJURXSRIUHSHDWLQJLGHDV´
(Auerbach and Silverstein, 2003, p. 37). Two inter-raters also training on the DAEP 
course mapped codes onto themes to ensure that themes were mutually exclusive. This 
SURFHVV OHG WR WKH WKHPH RI µ,QGHSHQGHQFH¶ EHLQJ VXEVXPHG LQWR µ.QRZOHGJH DQG
8QGHUVWDQGLQJ¶ WKH PHUJLQJ RI µ%HKDYLRXU¶ DQG µ(PRWLRQDO ZHOO-EHLQJ¶ DQG
trDQVIHUHQFHRIµ(QKDQFLQJ$VSHFWV¶LQWRWKHµ(QDEOLQJ$VSHFWV¶WKHPH 
 
Once thematic analysis of all data occurred, the results were compared with the first 
programme specification, developed during the RS. Codes and themes were then 
assimilated with programme specification 1 (appendix 8.2) to develop programme 
specification 2 (appendix 8.15). This meant deleting, adding or amending the initial 
CMOCs and was an iterative process of refinement. It is acknowledged that this process 
LVVXEMHFWLYHGHSHQGLQJRQWKHUHVHDUFKHU¶VWKLQNLQJDERXWZKHWKHUFRGHVFRUUHVSRQGWR
C, Ms or Os. However, experience of this process during the RS and a clear idea of 
what constitutes a C, M or O from reading (Pawson and Tilley, 1997; Pawson, 2006) 
provided some expertise in this area. Also, colleagues in the West Midlands LA who 
had previously used RE and my University research supervisor were asked to check 
elements of this proceVVDQGDFWDVµFULWLFDOIULHQGV¶ 
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3.12 Examples of the Data Analysis Procedure 
Auerbach and Silverstein (2003) suggest that it is inevitable that different researchers 
may interpret interview data differently, but the interpretation is only valid if supported 
by data extracts. It is critical to be able to demonstrate how the codes, themes and 
CMOCs have been developed from the data (Auerbach and Silverstein, 2003). 
Therefore, the system adopted for this evaluation means that each C, M or O code links 
explicitly to evidence from the data or literature. Data extracts in the following 
examples and also in chapter 4 have been selected when they are coherent and concise 
and are considered to illustrate a code and/or theme effectively (Braun and Clarke, 
2006). Therefore, the following extracts are presented alongside their theme and code, 
as well as whether the extract supports a context, mechanism or outcome factor. 
 
3.12.1 Interview extract 
This extract was taken from the semi-structured interview of a FSL. It can be found 
within the theme of confidence because it highlights how young people having choice 
about the activities they do can support them to be successful and confident to go on to 
try new things.  
 
Table 3.6 Interview Extract. 
   Extract    Code Participant 
 Data Code 
Context,  
Mechanism 
Outcome? 
CMO 
Code 
³\RXJRZLWKWKHIORZ 
if one of the students,  
one of the kids has got  
VRPHWKLQJWKH\¶UH 
interested in DQG\RX¶YH 
got something else in  
your head you go with  
ZKDWWKH\¶YHJRWLQWKHLU 
head and work with that  
DVLI\RX¶YHJRWWKHP 
hooked on something  
WKHQWKH\¶UHPRUHOLNHO\ 
to gain the confidence to  
go on and try something  
GLIIHUHQW´ 
Children engage in  
child-led learning and  
choose from a diverse  
range of novel activities 
on offer set up by  
qualified FSL.  
Children are engaged  
and know they can  
follow their own  
interests and initiate  
their own plan and  
learning. 
Children succeed and  
are more likely to be  
confident to approach 
potentially challenging  
tasks in the future. 
Interview A  
 
(appendix 
8.7) 
Context 
 
 
 
Mechanism 
 
 
 
Outcome 
1d 
 79 
3.12.2 Questionnaire extract 
This extract was taken from a questionnaire completed by the school teacher of pupil 2. 
The extract supports the development of CMOCs within the themes of language and 
communication (3b) and new perspectives in adult/child relationships (7c). 
  
Table 3.7 Questionnaire Extract 
 
 
3.12.3 Observation extract 
The following extract comes from a narrative observation of a FSL and pupil. This 
extract informed the theme of Knowledge, Understanding of the World and 
Independence. The extract illustrated the contextual factor of opportunities for 
curriculum links in the environment.  
 
 
 
 
 
 
 
   Extract    Code Participant/ 
Data Code 
Context,  
Mechanism 
Outcome? 
CMO 
Code 
³:KHQ,YLVLWHGpupil 2 at 
&URZ¶V:RRGhe was very 
keen to show me his 
achievements and explain  
to me some of the things  
he had learned about  
animal tracks etc. He  
freely initiated these  
conversations (something  
he had been reluctant to  
GRLQWKHSDVW´ 
Provides multisensory 
experience/real  
context for new  
vocabulary.  
There are  
opportunities to  
assess children in a  
different way. 
They are motivated to 
discuss the multi- 
sensory experiences  
at Forest School. 
Child becomes more 
confident at  
communicating. 
    J2 
 
(appendix 
8.12) 
Context 
 
 
 
 
Mechanism 
 
 
Outcome 
3b 
 
 
 
7c 
 
 
 
3b 
 
 
 
3b 
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Table 3.8 Observation Extract 
 
3.12.4 Documentary extract 
As aforementioned, available documents included risk assessments and NOCN (2013) 
assessment criteria for modules young people could achieve by attending Forest School. 
$VHYHU\ \RXQJSHUVRQ LQYROYHG LQ WKH VWXG\DFKLHYHG WKHPRGXOH WLWOHG µ'HYHORSLQJ
Group DQG7HDPZRUN&RPPXQLFDWLRQ6NLOOV¶WKLVSDSHUZRUNZDVXVHGDVDPHWKRGRI
triangulating the data. This extract links to a code within the theme of social skills. 
  
Table 3.9 Document Extract 
     Extract Code Participant/ 
Data Code 
Context,  
Mechanism 
Outcome? 
CMO 
Code 
Planting ± pupil putting  
bean canes in. FSL -  ³WDON 
PHWKURXJKZKDW\RX¶UH 
GRLQJWKHQ´Pupil ±  
³SXWWLQJFDQHVLQUHDG\´ 
FSL ± ³ULJKW\RX¶OOQHHG 
evenly spaced. The thick  
end goes in the ground.  
They need to be strong  
HQRXJKLILW¶VZLQG\+RZ 
PDQ\FRUQHUVRQDVTXDUH"´ 
Pupil ± ³´)6/± ³JRRG 
treat it as a square and put  
the left over canes between  
WKHFRUQHUV7KDW¶VLW6R 
where are the canes in  
UHODWLRQWRHDFKRWKHU"´ 
Pupil ± ³RSSRVLWH"´ 
FSL ± ³\HSDQGWKHVH"´ 
Pupil ± ³GLDJRQDO´ 
Exposure to  
curriculum  
areas of maths,  
science, music,  
literacy and  
language in  
real-life context 
 
 
 
 
 
 
Ep.3 and 4 
 
(appendix 
8.8) 
Context  6d 
Extract Code Participant/ 
Data Code 
Context, 
Mechanism  
or Outcome? 
CMO 
Code 
Identify a number of 
situations when  
co-operation is  
necessary to achieve  
a group task.  
&KLOGUHQ¶VOLVWHQLQJ 
skills improve and  
demonstrate more  
pro-social, helpful  
behaviour. 
F2 
(appendix 
8.9) 
Outcome 2b 
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These extracts from the various data sources were presented to illustrate how the raw 
data has been used to develop codes, which make up the CMOCs. Clearly, some 
extracts will include information which relates to all three CMO features, whereas 
others may only illuminate one. Pawson (2006) proposes that information can be drawn 
from different sources to build CMOCs. For example, a single CMOC may have draw 
on information from observations to form the context factor, interviews to form the 
mechanism factor and questionnaires to form the outcome factor. The data codes 
included in the programme specifications (appendix 8.2; 8.15; 8.19) enable data sources 
to be traced so that CMOC development is transparent and replicable.  
 
3.13 Validity and Reliability 
Pawson DFNQRZOHGJHV WKDWEHLQJ ³both partisan and researcher is like having 
RQH¶VFDNHDQGHDWLQJLW´(p.6). Therefore, care was taken to ensure the highest levels of 
validity in research, including awareness of researcher objectivity, potential bias and 
taking steps to involve inter-rater reliability at every opportunity. As already discussed, 
views of all parties involved in the Forest School programme were sought to offer a 
balanced, triangulated view.  
 
An initial treatment fidelity checklist was completed through observation, document 
analysis and discussion with key stakeholders before the research commenced, in order 
WR DVFHUWDLQ WKDW WKH LQWHUYHQWLRQ HYDOXDWHG ZDV µ)RUHVW 6FKRRO¶ DV GHVFULEHG E\
programme criteria (FSA, 2013). In order to enhance reliability, CMOCs were 
developed carefully over time and checked with the four key participants during a RI 
and finally through a member check with a FSL. Other potential relevant threats to 
validity in this study are summarised in Table 3.10, including steps taken by the 
researcher to overcome the threat, as adapted from Robson (2011).  
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Table 3.10 Threats to Internal Validity (Robson, 2011) 
  Threats to 
    Internal 
    Validity 
                                  Discussion 
     History Through contact with professionals around the young people, the  
researcher ZDVDZDUHRIHYHQWVLQWKH\RXQJSHRSOH¶V lives which  
might effect pupil interaction with the programme, and can account  
for these appropriately. 
     Testing Bias in testing has been addressed through triangulation, piloting  
transcripts, gaining inter-relater reliability with transcript checks and 
using critical friends to check coding and the process of translation of  
codes into C, Ms or Os. The RI gave Forest School staff an  
opportunity to comment on the programme specification in addition  
to individually ranking the data. The ranking data was also given a  
final check by a FSL.  
Instrumentation Clear narrative frameworks were used for measuring observable  
behaviour. Questionnaire measures and interview scripts were  
SLORWHGZKHUHSRVVLEOHDQGFKHFNHGZLWKµFULWLFDOIULHQGV¶ 
   Maturation Staff and parents who know the young people well were targeted for  
outcome data, so these people are best placed to comment on whether 
any changes are due to Forest School or maturation. The  
researcher acknowledges limited control over maturation effects on  
outcomes, so context and mechanism factors are given equal weight  
in order to meet the evaluation aims of developing a  
programme specification about how Forest School works.  
    Selection Staff at Oak School decide who is invited to the Forest School  
programme and then young people decide whether they want to  
attend before the programme and then by remaining on the  
programme. Pupils on the programme are partially representative o
school population as they all have a statement of SEN.   
  Ambiguity  
  about causal  
    direction 
How change occurs will be carefully constructed through the  
methodology of realistic evaluation and generative causation. A clear 
data trail will be documented so the evidence base is traceable and  
replicable.  
 
3.14 Reflections on the Method and Limitations to the Design 
It is acknowledged that this study lacks a control group or an opportunity for pre-
programme assessment. Therefore, establishing linear causality is not possible. 
However, the RE framework views causation as generative (Pawson, 2006) which 
proposes that the final programme specification (appendix 8.19) is a product of iterative 
data gathering and synthesis which presents an account of the interaction between 
features of the context, the mechanisms of change and specific outcomes gained for this 
particular case study group of young people (Pawson and Tilley, 1997).  
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The methodology used is explicitly designed to offer answers to the research questions 
focused around ³why a program works, IRUZKRPDQGLQZKDWFLUFXPVWDQFHV´ (Pawson 
and Tilley, 1997, p. xvi) and also includes outcome data which was a key area of 
LQWHUHVWIRUVWDNHKROGHUVDW2DN6FKRRODQG&URZ¶V:RRG56DQG5(UHTXLUHDF\FOHRI
research which is continuously being refined by new information gained. It is an 
approach embedded in the understanding of people involved in programmes, yet strives 
for a shared truth and meaning which, in this case, might be used to support 
development of the programme in other contexts (Pawson, 2006).  
 
The design is limited by relying on one UHVHDUFKHU¶V YLHZ RI WKH SURJUDPPH DQG
because a single researcher is responsible for extracting data relevant to context, 
mechanism and outcome configurations to define the process. However, the RI acted as 
a barrier to researcher bias because the people who know the programme best were 
asked to comment on the specification. Although some may consider case studies to be 
less robust than other methodologies, (Aslam, Georgiev, Mehta and Kumar, 2012), steps 
have been taken to ensure a satisfactory level of rigour in the development of measures 
DQG UHVXOWV ZLWKLQ WKLV VWXG\ )XUWKHU GHWDLO DQG UHIOHFWLRQ RQ WKLV HYDOXDWLRQ¶V
limitations are presented in chapter 5. 
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Chapter 4. Results 
4.1 Introduction 
The third and final programme specification is presented in this chapter and is organised 
into eleven themes which have emerged from a Realist Synthesis (RS) of existing Forest 
School research and a Realistic Evaluation (RE) of a Forest School involving a small 
group of young people with Special Educational Needs (SEN). The evaluation was 
designed to address the research questions in Fig. 4.1.  
 
Figure 4.1 Realistic Evaluation Research Questions 
 
This evaluation drew upon data from a wide variety of sources in order to triangulate 
information within a case study RE (Pawson and Tilley, 1997). In order to demonstrate 
how the data gathered supported programme specification development, codes have 
been assigned to each source to ensure traceability of evidence and a systematic 
approach. Table 4.1 presents the codes used.   
 
Table 4.1 Data Coding System 
    Code                                       Source  Appendix 
A, B, C, D Semi-structured interviews with two Forest School  
Leaders (A&B) and two Teaching Assistants (C&D) 
 
       8.7 
        E Narrative observation of pupils 1,2,3,4*        8.8 
        F Documentary evidence        8.9 
        G Parent telephone interviews (parents of pupils 1 and 4)        8.10 
        H Pupil semi-structured interviews (pupils 1,2,4)        8.11 
        I Forest School staff questionnaires (focused on pupils 1,2,3,4)        8.12 
        J Teacher questionnaires (focused on pupils 2,3,4)        8.12 
        K Realist Interviews with participants A, B, C, D.        8.17 
1. What are the important context, mechanism and outcome configurations of Forest  
School with young people aged 14-16 who have SEN? 
1.1 What are the features of the Forest School context which set up mechanisms of  
change? 
1.2 What are the mechanisms which enable outcomes to occur for the young people? 
1.3 What are the outcomes for 14-16 year olds with special educational needs who  
attend Forest School? 
1.4 What are the most critical context, mechanism and outcome configurations,  
according to key stakeholders? 
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Each programme specification (see appendices 8.2; 8.13; 8.19) sets out the context + 
mechanism = outcome configurations (CMOCs) alongside the data source, with 
separate columns used for sources from the literature (RS) and from the case study 
(RE). To illustrate this, Table 4.2 has been inserted below, taken directly from 
programme specification 3 (appendix 8.19). This CMOC extract is from the theme of 
µFRQILGHQFH¶ DQGGHPRQVWUDWHV WKDW WKH&02&ZDV LGHQWLILHG LQLWLDOO\ LQ WKH56 IURP
WKUHHVRXUFHV2¶%ULHQ and Murray, 2005; Massey, 2004; and Borradaile, 2006) and was 
VXSSRUWHG E\ FDVH VWXG\ GDWD IURP FRGHV LQ SDUWLFLSDQW &¶V LQWHUYLHZ DSSHQGL[ 
observation data (appendix 8.8), the telephone interview with a parent of pupil 4 (G4 -
appendix 8.10) and the teacher questionnaire for pupil 3 (J3 - appendix 8.12). Further 
examples of how data was used to develop CMOCs are provided in chapter 3.12.  
 
Table 4.2 An example of a CMOC to explain the data sources. 
Context Mechanism Outcome Source   Data 
Among natural  
resources in a  
woodland setting  
where adults model  
what children can  
make. 
Child knows that  
creation is achievable  
(they have the  
materials and adults  
can help them).  
Young person achieves at  
something new and receives 
positive feedback about  
their achievements which  
make them more likely to  
attempt other projects  
independently in future.  
A culture of enterprise  
develops. 
2¶%ULHQDQG 
Murray (2005) 
Massey (2004) 
Borradaile (2006) 
C 
Ep.9  
G4  
J3 
 
This process of documenting the sources of evidence used to formulate the programme 
specification was designed to enable another researcher to trace the findings of this 
study for the purpose of replication or validation of findings. 
 
4.2 Describing the Themes Identified 
During the RS, ten overarching themes emerged, nine which were related to outcomes 
for children and another considering negative mechanisms, or factors hindering 
programme success (Pawson and Tilley, 2004). Eight of these outcome themes were 
explicitly presented in an DFWLRQUHVHDUFKSURMHFWVSDQQLQJWKUHH8.FRXQWLHV2¶%ULHQ
and Murray, 2005; 2006; 2007) and were therefore used to structure part of the 
deductive data gathering in the RE. For example, the script used in the semi-structured 
interviews with FSLs and TAs (appendix 8.7) explicitly probes these eight outcome 
WKHPHV KLJKOLJKWHG LQ 2¶%ULHQ DQG 0XUUD\    2I WKH HOHYHQ ILQDO
themes identified through the RE, nine relate to outcomes and two further themes are 
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concerned with aspects of the Forest School thought to enable or hinder programme 
success. A brief description of each theme is presented below in Table 4.4.  
 
Table 4.3 Summary of themes identified by the study. 
Theme                                    Description  
           (adapted from 2¶%ULHQDQG0XUUD\ 
1. Confidence The self-confidence and self-belief that comes from children  
experiencing freedom, time and space to learn, grow and  
demonstrate independence. 
2. Social Skills An increased awareness of the consequences of their actions on  
others and the ability to successfully co-operate with peers through  
sharing tools and tasks and play.  
3. Language & 
Communication 
The development of more sophisticated written and spoken  
language, promoted by visual and sensory experiences. These  
experiences stimulate natural conversation, even for children who  
may find verbal interaction difficult. 
4. Motivation & 
Concentration 
Characterised by keenness to participate in the activities on offer  
and to focus on tasks for an extended period of time. A positive  
attitude towards Forest School is displayed. 
5. Physical Skills The development of physical stamina and gross motor skills  
through moving around the Forest School site for extended time.  
Also the development of fine motor skills due to the need to safely 
manipulate tools and create art in the environment.  
6. Knowledge, 
Understanding  
of the World and 
Independence 
A respect, interest and understanding of the natural environment is 
developed due to observation and teaching about flora and fauna,  
for example. This knowledge can also be transferred to more  
academic tasks. 
7. New  
Perspectives in 
adult/child 
Relationships 
Forest School practitioners can develop positive relationships with  
the young people due to the understanding gained from observing  
and interacting with them in a different setting, due in part to the  
need for all to cope with the challenges of the environment.  
8. Ripple Effects Children and young people are motivated to spend more time in  
natural environments out of the school day, which can mean that  
parents and siblings spend more time in woodlands.  
9. Emotional  
Well-being and 
Behaviour 
Young people understand the boundaries clearly due to the need to  
be safe. They develop positive and respectful relationships with  
staff which can promote well-being and appropriate behaviour. 
10. Enabling  
Aspects 
Aspects are presented which are thought to support the programme,  
for example stakeholder investment and communication between  
settings (school and Forest School). 
11. Hindering  
Aspects 
Aspects are presented which are thought to hinder the programme  
success, for example individual pupil need and financial restraints.  
 
The themes above evolved throughout the RE. For example, during thematic analysis of 
WKHTXDOLWDWLYHGDWDJDWKHUHGWKHGHYHORSPHQWRIµLQGHSHQGHQFH¶HPHUJHGDVDVHSDUDWH
 87 
theme. However, during inter-rater reliability (appendix 8.14) to ensure that codes 
exclusively mapped to particular themes, the theme of independence was merged with 
NQRZOHGJHDQGXQGHUVWDQGLQJ6LPLODUO\WKHPHVRIµHQDEOLQJ¶DQGµHQKDQFLQJ¶DVSHFWV
to Forest School were also merged for mutual exclusivity during this process.  
 
4.3 Final Programme Specification Context + Mechanism = Outcome 
Configurations (CMOCs) 
CMOCs are presented by themes in the following account, which describe in detail how 
the Forest School programme works, according to a RE framework (Pawson and Tilley, 
1997). As described in chapter 3, CMOCs have been carefully considered and refined 
through synthesis of the existing literature and triangulated case study data gathering. 
CMOCs were ranked in order of importance by Forest School staff to determine the 
most important features for programme success, in order for the findings to be useful to 
other settings (appendix 8.18). Table 4.4 presents a colour-coded key to represent the 
rank given to each CMOC by participants A, B, C and D during the RI.  
 
Table 4.4 Key to present the importance of CMOCs to programme success. 
 
 
 
 
The colour-coded system adopted to indicate the level of importance given to each 
CMOC is consistent throughout the following account and the final programme 
specification (appendix 8.19). Features relating to C, M and Os in the following account 
are ordered in terms of importance and the first C feature relates to the first M and first 
O, and so on. The full final programme specification with links to sources of evidence is 
included in the appendix rather than here due to the need to maintain clarity and 
succinctness in reporting findings.  
 
 
 
 
 
 
1        Critical 
2          Ideal 
3         Partially important 
4   Not important 
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4.3.1 Confidence 
Information gained through the RS and case study data gathering suggests that the 
following features of Forest School support the development of confidence within 
young people accessing the programme.  
In order to support the development of confidence of young people in the  
programme, features of the context include: 
x natural resources in a woodland setting where adults model what children can  
make 
x ULVNRIKDUPLQWKHHQYLURQPHQWDQGDGXOWVZKRGRQ¶WLQWHUIHUHWRRHDUO\WRKHOS 
x the environment is physically away from the school 
x a high adult to child ratio 
x young people have some say in the Forest School rules 
x adults endeavour to develop and maintain positive relationships 
x sessions are regular and frequent, lasting throughout the school year 
x children are taught routines for safe behaviour in the woodland 
x activities are child led with a high level of choice 
x adults also engage in activities and naturally make mistakes 
which leads to the following mechanisms: 
x children know that creation is achievable  
x children must independently consider risks of the environment 
x children know different rules apply, allowing a permissive risk taking ethos 
x children learn from adult helpers and need less help next time 
x young people understand the rules and understand why rules are in place 
x children begin to trust the adults  
x children have time and space to become familiar in the woodland environment 
x routines become embedded and provide a framework for safe exploration   
x children know they can follow their own interests and initiate play and learning 
x children learn that it is acceptable to make mistakes and are not told off 
which can produce the following outcomes for young people: 
x young people achieve at something new and are more likely to attempt projects 
in the future, a culture of enterprise develops as children receive praise 
x children are more willing and able to take appropriate risks in learning and life 
x increased confidence in own ability and independence 
x young people become more independent and think for themselves 
x adults are able to build positive self-esteem in children  
x children are successful and develop a greater self belief in their own capabilities 
x safe exploration enables confidence to build through self-discovery 
x children succeed and  are more confident to approach challenging tasks in future 
x FKLOGUHQDUHPRUHFRQILGHQWEHFDXVHWKH\WKLQNWKH\FDQ¶WIDLO 
 
The theme of confidence exclusively included elements which were considered critical 
and ideal to Forest School, suggesting that it is integral to the programme. 
Questionnaire data (appendix 8.12) suggested that 8% of young people in this case 
study showed a marked improvement in their confidence to engage with new tasks and 
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85% showed a slight improvement since starting Forest School. Pupils and parents also 
considered the development of confidence to be part of the Forest School programme, 
as noted by Pupil 1 who said, ³,WKLQN,¶YHJRWDELWPRUHFRQILGHQW´3XSLO3XSLO¶V
father also said ³3XSLOKDVEHFRPHPRUHFRQILGHQWEHFDXVHKH¶VJRWDQLGHDRIKRZWR
GRWKLQJVLQWKHRXWGRRUV´(G1). 
 
A feature of the Forest School context is that adults model creative activities so that 
children see they have the resources and support to complete the activities which, in 
turn, enables them to attempt something new. An adult modelling creative activities is 
pictured in photograph 4.1 below. 
 
Photograph 4.1 An adult modelling activities at Forest School. 
 
 
 
 
 
 
 
 
 
 
 
A gain in confidence due to Forest School was an embedded theme across the evidence 
in the literature and also in the data gathered in this case study. The following quote 
IURP )6/ µ$¶ KLJKOLJKWV KRZ confidence is seen as a significant feature of Forest 
School and is supported by the child-led nature of the activities: 
 
³LW¶VWRSURPRWHDVIDUDV,¶PFRQFHUQHGFRQILGHQFHDQGVHOI-esteem. You go with the 
flow, if one of the students, one of the kids hDVJRWVRPHWKLQJWKH\¶UHLQWHUHVWHGLQDQG
\RX¶YHJRWVRPHWKLQJHOVHLQ\RXUKHDG\RXJRZLWKZKDWWKH\¶YHJRWLQWKHLUKHDGDQG
ZRUNZLWK WKDWDV LI\RX¶YHJRW WKHPKRRNHGRQVRPHWKLQJ WKHQ WKH\¶UHPRUH OLNHO\ WR
gain the confidence to go on and try sometKLQJGLIIHUHQW´(Participant A) 
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4.3.2 Social Skills 
The development of positive peer relationships was also an important theme within the 
data, as again illustrated below by the critical and ideal CMOCs reflected in the Forest 
School staff ranking. 
In order to support the development of the social skills of the young people in the 
programme, features of the context include: 
x children have free choice in the environment 
x children are given freedom to play independently of adult intervention 
x children are encouraged to work together on tasks requiring more than one 
x tools, tasks and resources need to be shared 
x the environment presents risks of harm 
x the environment presents opportunities for teamwork 
x children see the physical consequences of their actions 
x children have their basic needs met 
x children have choice to play/work with different peer groups 
which leads to conditions of the following mechanisms: 
x children do not feel inhibited by rules and expectations 
x children become more accustomed to working with peers instead of adults 
x children appreciate the need to listen and realise more can be achieved in a group  
x children need to negotiate, share and work on tasks together  
x children become more aware of the risks to themselves and others 
x children see the result of their joint creations 
x children become more aware of the consequences of their actions 
x children are not preoccupied with meeting their basic needs 
x children work with different pupils and see the strengths of other children  
which can produce the following outcomes for young people: 
x shy children engage and communicate with others more regularly  
x FKLOGUHQQHJRWLDWHHIIHFWLYHO\ZLWKHDFKRWKHUDQGDUHDZDUHRIHDFKRWKHU¶VVSDFH 
x FKLOGUHQ¶VOLVWHQLQJVNLOOVLPSURYHDQGGHYHORSPore pro-social behaviour 
x children relate more positively to members of the peer group and share resources 
x children become more aware of others and help them avoid danger so peer  
relationships become more trusting 
x teamwork becomes more natural and children will seek each other out 
x children take more time to consider the consequences of their actions  
x children can focus on social development and personal growth 
x the social hierarchy changes and new friendships are formed 
 
Young people on the programme attended Forest School with the same group of peers 
for one year (Year 10 pupil) and two years (Year 11 pupils). Although not all of them 
came into the programme as friends, the shared experience of Forest School seemed to 
develop friendships, as expressed by two of the young people on the programme; ³,
OLNHEHLQJKHUHZLWK IULHQGV´ (Pupil 1) and ³\RXFDQKDYHD ODXJKZLWK\RXUPDWHV´
(Pupil 4). 
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The teacher of Pupil 3 also noted ³3XSLOKDVPRUHVROLGIULHQGVKLSVZLWKSHHUVZKR
DWWHQG)RUHVW6FKRRO´(J3), and a TA attending Forest School highlighted: 
 
³3XSLOLVDGLIIHUHQWSXSLODW)RUHVW6FKRRO+HJHWVRQZLWKDOOWKHSHHUVLQWKHJURXS
unlike in a class setting, they work as a team and the dynamics of the group are 
GLIIHUHQW´                                                                                                                      (I4) 
 
The following photograph captures a moment when pupils are working together to 
achieve a group task. One pupil is holding the wood while another prepares to hammer a 
nail into it. 
 
Photograph 4.2 Pupils working together  
to achieve a shared goal. 
 
 
 
 
 
 
 
 
 
Although not ranked as a critical element, FSLs and TAs commented on the friendships 
which had developed between pupils and changes to the social hierarchy which 
occurred when pupils were at Forest School. For example: 
 
³WKH FODVV G\QDPLFV KDYH FKDQJHG <RX¶YH JRW WKH µWRS GRJ¶ DQG WKH VRUW RI ORZHU
SHUVRQZKRJHWVSLFNHGRQEXWLW¶VWRWDOO\FKDQJHGDW&URZ¶V:RRG´(Participant C). 
 
Young people viewing each other as more capable seemed to promote the development 
of positive, trusting relationships.  
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4.3.3 Language and Communication 
Development of language and communication skills was highlighted in the Forest 
School literature, particularly for younger children. Case study data suggested that very 
quiet young people became more able to speak fluently in the Forest School 
environment and felt more comfortable to discuss issues which were concerning them. 
The following CMOCs emerged in relation to language and communication.  
In order to support the language and communication of the young people in the  
programme, features of the context include: 
x less structure provides regular opportunities and time for natural, spontaneous talk 
x the environment provides multi-sensory experiences, unpredictable situations  
and a real context for new vocabulary 
x there is a culture of free speech and no SUHVVXUHWRJLYHDµFRUUHFW¶DQVZHU 
x high ratios of adults to children 
x opportunities for regular teamwork over the year 
x no set structure to the day provides time for conversations 
x positive and trusting relationships develop between adults and children 
which creates conditions for the following mechanisms to operate: 
x children need to communicate their ideas during group activities 
x children are motivated to discuss the multi-sensory experiences including use of 
new vocabulary 
x children are not laughed at if thH\JLYHDQµLQFRUUHFW¶DQVZHU 
x adults extend child speech through narrating, asking questions and providing 
environment-specific vocabulary 
x children feel socially connected and accepted within the peer group 
x FKLOGUHQGRQ¶WIHHOSUHVVXUHGWRILQLVKVHQWHQFHV or give answers quickly 
x children are comfortable with the adults so will discuss issues or ask questions 
which produces the following outcomes for young people: 
x children become better at cooperation as they negotiate verbally with others  
x children become more confident in communicating and talk about Forest School in  
other contexts. They use more eye contact and questions become more specific 
x children are more relaxed and speak more freely because verbal frustration reduces 
x FKLOGUHQ¶VVSRNHQVHQWHQFHVDUe extended and vocabulary is enhanced 
x friendship develops and more frequent speech and conversation occurs 
x speech becomes more fluent 
x young people learn because they can ask what they want to know and learn without  
realising. Shy children communicate more 
Any changes to language and communication skills were not explicitly mentioned in the 
pupil or parent interviews, but Forest School staff noted changes for particular children, 
which was illustrated in the following quote from Participant D: 
³:H¶YHJRWRQHSDUWLFXODUODGZKRIRUPDQ\\HDUVKHUHMXVWGLGQ¶WVSHDNDQGLW¶VKLV
VHFRQG\HDUWKHUH&URZ¶V:RRGQRZDQGKHDFWXDOO\GRHVFRQYHUVHDOEHLWRGGZRUGV
RUDFRXSOHRIZRUGVEXWKHGRHVDQGKH¶VYHU\UHOD[HGDQGGRHVKDYHD ODXJKDQGD
MRNH´                           (Participant D). 
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Participant C recognised the importance of a relationship to communication: ³3XSLO
WHQGVWRVKUXJKHUVKRXOGHUVDORWDQGGRHVQ¶WVSHDNYHU\PXFKLQWKHFODVVVHWWLQJ,Q
the Forest School setting she sits quietly and observes and once a relationship is formed 
ZLWKWKHDGXOWVVKHZLOOFRPPXQLFDWH´(J3) 
 
Questionnaires from teachers and Forest School staff reflected the idea that language 
skills developed markedly for 15% of pupils, slightly for 62% and no change for 23% 
(appendix 8.12). The environment also appeared key to providing new vocabulary for 
the young people involved, as was noted during an observation where the young people 
discussed what mealworms looked like ³PHDOZRUPVKDYHEODFNRQWKHP´(E p. 3) and 
during a pupil interview when Pupil 1 recalled the name of a tool for chopping ³RKWKH
WKURZ WKHUH ZH JR´ (Pupil 1). The importance of trust between pupils and staff is 
crucial for the deveORSPHQW RI FRPPXQLFDWLRQ DQG LV H[SORUHG IXUWKHU LQ WKHPH µQHZ
SHUVSHFWLYHVLQDGXOWFKLOGUHODWLRQVKLSV¶EHORZ 
 
4.3.4 Motivation and Concentration 
Adults noticed that children were able to persevere at tasks for longer than they would 
in school due in part to the practical and child-led nature of tasks. The following 
CMOCs attempt to explain changes in motivation and concentration at Forest School.  
In order to support the motivation and concentration of the young people in the  
programme, features of the context include: 
x opportunities to show responsibility through safe handling of dangerous tools 
x learning opportunities are meaningful and child-initiated 
x activities may have a large or small group element 
x children are out in all weathers on a regular basis 
x there are few time constraints at Forest School 
which creates the conditions for the following mechanisms to operate: 
x children are motivated to act responsibly to keep themselves and other safe 
x children know they can structure their own activities and be creative and explorative 
x children have opportunities for leadership 
x children come to feel safe in the environment and take steps to look after themselves 
x FKLOGUHQGRQ¶WIHHOSUHVVXUHGWRILQLVKDFWLYLWLHVDQGPRYHWRVRPHWKLQJHOVH 
which produces the following outcomes for young people: 
x children are motivated to be responsible and keep themselves and others safe 
x children persevere for longer on projects  and are keen to attend Forest School, they 
share their success and are more imaginative and eager to explore 
x leadership increases motivation to take part 
x children feel comfortable to engage with the Forest School environment and  
weather is not a barrier 
x young people can become immersed in activities and are intrinsically motivated 
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Young people at Forest School have regular opportunities to show responsibility and to 
be trusted with potentially dangerous tools or tasks, for example a young man can be 
seen below moving wood to maintain a recently-lit fire. 
 
Photograph 4.3 A pupil puts his hands  
close to the fire to arrange the wood.  
 
 
 
 
 
 
 
 
As Forest School staff must carry out risk assessments, the pupil in photograph 4.3 
would only be allowed to do this after being shown how to safely light and manage a 
fire and then having demonstrated the ability to listen and follow instructions, a key part 
of the National Open College Network assessment criteria (NOCN, 2013). Another 
pupil commented on the importance of listening at Forest School as a way of gaining 
access to motivating activities: ³LI\RXGRQ¶WOLVWHQ\RXFDQ¶WXVHWKHNQLYHV´ (Pupil 4). 
 
Forest School staff also noted the impact on pupil motivation and suggested that the 
child-led element is crucial to this: 
 
³,¶YHKDGVWXGHQWVFRPHLQDQGVD\ULJKWOHW¶VJHWFRSSLFLQJOHW¶VGRWKLVDQGWKH\¶OOVLW
WKHUHDQGEHIRUH\RXJHWWRWKHHQGRIWKHGD\WKH\¶YHSUDFWLFDOO\PDGHDFKDLUEHFDXVH
WKH\ZDQWWRGRLWDQGWKH\¶UHDOORZHGWRGRLWWKHLU way, their style and in the order they 
ZDQWWRGRLW´               (Participant A). 
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4.3.5 Physical Skills 
Forest School develops practical skills so children are engaged in a constant level of 
physical activity (Lovell, 2009a; 2009b). The impact on physical skills was targeted 
during semi-structured interviews with Forest School staff. 
In order to support development of physical skills of the young people in the 
programme, features of the context include: 
x challenges to be overcome, such as rough terrain 
x continual use of physical skills in the Forest School environment 
x the requirement to handle and manipulate tools and natural resources 
 
which creates conditions for the following mechanisms to operate: 
x gross motor control is required to work within the environment 
x children are exercising continually, building their strength and receiving  
physical feedback 
x fine motor skills and coordination are needed when undertaking tasks  
which produces the following outcomes for young people: 
x increased gross motor control and stamina 
x acquisition of physical skills (strength and balance) and become fitter,  
showing awareness of the space around them 
x improvements to fine motor stamina, control and hand-eye coordination 
 
Forest School staff noted the development RI\RXQJSHRSOH¶VSK\VLFDOVNLOOV 
³WKH\ JHW D ELW SK\VLFDOO\ VWURQJHU VRPH RI WKHP DV ZHOO µFXV WKH\ KDYH WR SXVK
wheelbarrows and bring their own tools around, they have to go and coppice and cut 
WKHLURZQPDWHULDOVDQGGUDJLWDURXQG´          (Participant A). 
 
Fitness was also thought to be developed: ³IURPKDYLQJ\RXUVRPHVRUWRIRYHUZHLJKW
kids here, instead of being sat in a classroom behind a desk for 40 minutes for 3 hours a 
GD\ZKDWHYHUWKH\GRWKH\¶UHRXWKHUHDFWLYH´         (Participant B). 
 
During an observation I saw two young people (including Pupil 2) dismantling a shelter 
they had made (photograph 4.4). This required physical  
strength to pull apart the structure, move it around and  
break it up. 
 
Photograph 4.4 Pupils dismantling a shelter  
the group had made earlier in the year.  
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4.3.6 Knowledge, Understanding of the World and Independence 
Developing knowledge about the outdoor world and practical skills was an important 
element of the Forest School programme for the pupils involved, and commented on by 
the majority of participants in the evaluation.  
,QRUGHUWRVXSSRUW\RXQJSHRSOH¶VNQRZOHGJHXQGHUVWDQGLQJRIWKH 
world and independence, features of the Forest School context include: 
x opportunities for discussing issues affecting the lives of the young people 
x children are exposed to natural processes and features of a wild outdoor space  
x learning is predominately child-initiated 
x children have time and space to consider problems 
x young people are exposed to changes in a natural environment over time 
x skills and knowledge gained at Forest School can be applied to other settings 
x skilled adults show children how to complete tasks when they are interested 
x practical skill development is made explicit by adults and is more observable 
x exposure to curriculum areas in a real-life context 
x children have opportunities to create in the natural environment 
x young people use tools which they may not usually have access to 
which creates the conditions for the following mechanisms to operate: 
x young people feel comfortable to raise issues which they are considering 
x children engage with the world around them and become more aware over time 
x children are eager to discover for themselves and are intrinsically motivated to  
learn 
x FKLOGUHQNQRZWKH\GRQ¶WKDYHWRJLYHQDQLPPHGLDWHUHVSRQVHDQGDUHQ¶WUXVKHG 
to tidy away 
x children note changes and may purposefully watching something grow 
x children learn to link up experiences and knowledge in other contexts 
x children see skills as useful and learn the importance of listening  
x young people see Forest School as primarily for gaining practical skills 
x learning is real so abstract concepts become more concrete 
x children want to express themselves and have a go without fear of failure 
x young people are motivated to use the tools 
which produces the following outcomes for young people: 
x young people learn and develop independence from having questions answered 
x knowledge is gained about flora and fauna and children want to take care of the 
wood and other environments, such as their gardens  
x children learn about the natural environment and develop skills, they want to share their
their knowledge with their parents or carers  
x children take more time over problem solving and are more likely to be successful 
x FKLOGUHQ¶VREVHUYDWLRQDOVNLOOVDQGDZDUHQHVVRIWKHZRUOGLPSURYHV 
x skills, knowledge and understanding are transferred to other contexts 
x children learn skills to a level of maintenance and listening skills improve 
x young people focus on developing practical skills, which dominates their  
Forest School experience  
x children retain knowledge and develop a healthy attitude towards learning 
x creative thinking is enhanced 
x safe use of tools and skills acquired which can be used in other contexts 
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The pupils at Forest School appeared to focus on the development of practical skills 
gained through the programme during semi-structured interviews, for example Pupil 2 
identified he had learnt ³KRZWRXVHDNQLIHVWXIIOLNHWKDW´ 3XSLO3XSLO¶VSUDFWLFDl 
skills were also observed at Forest School, for example when the pupils worked together 
and used powertools to make a wooden pig in less than 30 minutes (photograph 4.5). 
 
Photograph 4.5 A wooden pig made  
by pupil 4 and two others. 
 
 
 
 
 
 
 
 
Participant C identified that pupils gained practical skills because of the passion and 
ability of the Forest School Leaders (FSLs) to demonstrate and teach these skills. When 
asked about skills of an effective FSL, Participant C said:  
 
³WKH\¶YH JRW WR KDYH DOO WKRVH VNLOOV 3DUWLFLSDQW $ DQG % KDYH JRW«EXVKFUDIW WKHLU
health and safety stuff, their fire making, their woodcarving and all that sort of stuff, 
HOHFWULFWRROV7KH\VHHPWRGRLWDVDKREE\DVZHOODQGWKH\¶YHJRWORWVRIXP\¶NQRZ
stories to WHOOWRUHODWHWR,PHDQ3DUWLFLSDQW$ZHQWRIIRQDFRXUVHDQGWKH\¶UHHDWLQJ
road kill ± ,PHDQRXUNLGVWKRXJKWWKDWZDVIDVFLQDWLQJ7KH\HQMR\LWGRQ¶WWKH\\RX
know they live, breathe and eat Forest Schools and I think that rubs off on the childrHQ´ 
(Participant C) 
 
The skills of the FSLs enabled children to use tools safely and to create pieces of work 
which may not have been possible in a school because of the requirement for space and 
natural resources. An example of this could be the chairs in photograph 4.6 below, 
which were individually made by the pupils and used throughout their time at Forest 
School. 
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Photograph 4.6 Wooden chairs made by the pupils. 
 
 
 
 
 
 
 
 
 
 
 
 
Although the practical experiences at Forest School dominated the thinking of the 
young people when they talked about the programme (appendix 8.11), adults noticed 
that the positive relationships and more relaxed timetable enabled children to discuss 
and therefore learn about issues affecting their lives. For example, Participant B noticed: 
 
³NQRZOHGJH DQG XQGHUVWDQGLQJ LV DQRWKHU ELJ WKLQJ ZKHWKHU LW¶V OLIH VNLOOV RU PDWKV
(QJOLVK KLVWRU\ DQ\WKLQJ WKHLU NQRZOHGJHEHFDXVH WKHUH¶VQRWRQH VHW WKLQJ WKDWZH
WDONDERXW«,KDGDFKLOG WKDWZDV OHDYLQJVFKRRO LQZHHNVbeen through the whole 
V\VWHPKDGQ¶WJRWDFOXHDERXWPRUWJDJHVRYHUGUDIWV«KDYHQ¶WJRWDFOXHDERXWOLIHLQ
JHQHUDOVR\RXWDONDERXWGLIIHUHQWWKLQJV´(Participant B). 
 
The same participant also illustrated instances when curriculum elements are discussed, 
for example he recalls an incident when ³DNLGVDLGµZLOODQHJJH[SORGHLI\RXSXWLWRQ
WKH ILUH"¶ 6R ZH JRW 6FLHQFH LQWR LW´ (Participant B). Areas of the curriculum being 
naturally brought into the Forest School programme was noted during observations. For 
example, when planting beans Pupil 2 was required to consider where they would be 
planted and responded correctly to questions from an adult including ³KRZ PDQ\
FRUQHUVRQDVTXDUH"´and ³ZKHUHDUHWKHVHFDQHVLQUHODWLRQWRHDFKRWKHU"´ in order 
to give the plants the best chance of survival (E, p.4).  
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4.3.7 New Perspectives in adult/child relationships 
A key feature of the programme, which emerged throughout the observations and 
interviews, was that adults and pupils developed more positive relationships following 
Forest School. This was particularly highlighted by staff also working with the same 
pupils at Oak School, who felt that their positive relationships with the pupils heavily 
influenced the relationship dynamic in school. 
In order to promote new perspectives in adult/child relationships, features of the  
context include: 
x pupils and teachers are in the same outdoor environment 
x there are opportunities to assess children in a different way 
x Forest School occurs regularly for at least one academic year 
x FKLOGUHQFDOODGXOWVE\WKHLUILUVWQDPHVDQGGRQ¶WZHDUVFKRROXQLIRUP 
x pupils and teachers interact in an outdoor environment away from the classroom 
which creates the conditions for the following mechanisms to operate: 
x pupils and teachers face the same challenges (e.g. adverse weather) 
x DGXOWVVHHFKLOGUHQ¶VVWUHQJWKVZKLFKPD\QRWEHGUDZQRXWLQWKHFODVVURRP 
young people have time to develop trusting relationships with adults who actively 
listen and value their views 
x young people feel they are being treated as adults so do not fight for power 
x pupils and teachers get a better understanding of each other and develop trust 
which produces the following outcomes for young people: 
x relationships between adults and children are more positive and understanding 
x adults have a more positive view of children and wider and higher expectations 
x young people trust that the adults genuinely want to support them 
x young people find it easier to develop positive relationships with the adults 
x lasting positive relationships are formed between pupils and adults. Adults have a  
better understanding of the children and they have more respect for each other. 
 
One of the comments made by Pupil 4 indicates that he has a positive view of the FSLs 
when he observed that one of the best things about Forest School was ³\RX KDYH D
ODXJK ZLWK 3DUWLFLSDQW $ DQG %´ (Pupil 4). Participant D (a TA supporting at Forest 
School) noted that pupils respected her more in school because they were at Forest 
School together ³KLVDWWLWXGHWRZDUGVPHEHFDXVHZHZHUHLQDGLIIHUHQWHQYLURQPHQW
WRWDO UHVSHFW´ (Participant D). When asked whether observing the young people at 
Forest School had changed her view of them, Participant D responded: 
 
³RK GHILQLWHO\«WKH RQH ZKR FRPHV WR PLQG LV SXSLO [ ZKR DW VFKRRO ZDV MXVW
horrendous and then you got him to Forest School and he was just a totally different 
SHUVRQ 7KHUH WKHUH ZDV VRPHRQH QLFH LQ WKHUH WU\LQJ WR JHW RXW %XW LW ZDVQ¶W MXVW
school. HoPHOLIHZDVKRUUHQGRXVIRUKLPWKHUHZHUHORWVRILVVXHVEXW«\RX¶GJHWKLP
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there (Forest School) and he could forget about everything else, this was a nice little 
ZRUOG«,¶G VD\ WR RWKHU VFKRRO VWDII µ, ZLVK \RX FRXOG VHH KLP DW )RUHVW 6FKRRO
because he¶VQRWDEDGNLG¶´(Participant D) 
 
Photograph 4.7 shows an adult and young person working together on a horticultural 
task of harvesting radishes. One FSL felt that, developing positive relationships over 
time allowed adults to become positive role models for the young people: 
 
³LIWKH\¶YHQRWJRWSRVLWLYHUROHPRGHOVDWKRPHZKLFKDORWRIWKHPKDYHQ¶W«LI\RX
VKRZWKHPWKDWVRPHERG\¶VJRLQJWROLVWHQVRPHERG\¶VDFWXDOO\JRLQJWRFDUHabout 
VRPHWKLQJWKHQ\RXFDQEHWKDWVRUWRIVLJQLILFDQWRWKHUWKDWSRVLWLYHUROHPRGHO´ 
                 (Participant A) 
Photograph 4.7 A FSL and pupil working together. 
 
 
 
 
 
 
 
 
 
 
 
High adult to child ratios also appear to facilitate positive relationship building because 
adults have more time for the young people. At Forest School, the ratio was two adults 
to five young people for Year 11s and 3 adults to five young people for Year 10s. This 
is a much higher ratio than most mainstream schools and higher than classes at Oak 
School which typically have 2 adults per 6 or 7 pupils. 
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4.3.8 Ripple Effects 
2¶%ULHQDQG0XUUD\ QRWHG WKHSUHVHQFHRI µULSSOHHIIHFWV¶ZKLFK
attempt to explain how learning and experiences at Forest School might impact on 
children in different contexts, when other environments offer opportunities for children 
to demonstrate the skills they have learnt. It is suggested that these opportunities to 
GHPRQVWUDWHVNLOOVHQKDQFHWKHFKLOGUHQ¶VPRWLYDWLRQWRVKDUHWheir experiences and can 
impact upon the parental perspective of Forest School. 
In order for the Forest School experience to influence behaviour in other aspects  
of life, features of the context include: 
x opportunities for demonstration of skills and knowledge in different contexts  
(e.g. home or school). 
which creates conditions for the following mechanism to operate: 
x children are enthusiastic about Forest School and talk about it in other contexts 
which can produce the following outcomes: 
x SDUHQWVEHFRPHDZDUHRIWKHLUFKLOG¶VLQWHUHVWDQGFKLOGUHQJURZLQVHOI-esteem  
from having their achievements valued by their parents. Families may visit  
woodland settings more often 
 
Ripple effects were noted in the accounts given by some of the young people and also 
E\ WKHLUSDUHQWV)RU H[DPSOHSXSLO  WKRXJKW LWZDV ³most likely´ WKDWKHZRXOGXVH
skills at Forest School in other contexts, particularly on a future college course about 
animal welfare because ³LIWKH\¶OOOLNHWKH\¶OODVNPHRKZKDW type of plants would be 
SRLVRQRXV WR DQLPDOV´ 3XSLO  3XSLO ¶V IDWKHU FRPPHQWHG WKDW WKH VNLOOV 3XSLO 
had gained at Forest School would help him when the family go on camping holidays: 
 
³EHIRUHKHZRXOGMXVWVWDQGWKHUH1RZKHZLOOKDYHDQLGHDRIZKDWWRGRDQGZLOOJHW
RQDQGGRLW´                    (G1) 
 
The mother of another pupil with behavioural difficulties said that her child (Pupil 4) 
wanted to do ³ZRRGZRUN DQG FDUSHQWU\´ when he leaves school ³EHFDXVH KH¶V EHHQ
GRLQJWKDWVRUWRIWKLQJDW)RUHVW6FKRRO´ (G4, p. 1). She also said that she now trusts 
him to use tools to help around the house: 
  
³,¶OOVD\WRKLPFDQ\RXJRDQGIL[WKHVKHG"1RZKH¶OOJRDQGWU\WRGRLWDQGKH likes 
LWWKDWKH¶VEHLQJWUXVWHGWRXVHWKHWRROV´                (G4) 
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4.3.9 Emotional Well-being and Behaviour 
$OWKRXJKWKLVWKHPHZDVQRWZHOOHVWDEOLVKHGLQWKH56DQGGLGQRWIHDWXUHLQ2¶%ULHQ
and Murray (2005; 2006; 2007), this theme emerged clearly from the data in the RE, 
possibly due to the nature of the difficulties experienced by the group of pupils in this 
study. Participant C noted the difficulties young people had following rules in school: 
³LI \RX JLYH WKHP IUHH WLPH LQ D FODVVURRP VHWWLQJ it just goes absolutely mad and 
WKH\¶UHUXQQLQJRXWWKHFODVVURRP´            (Participant C) 
In order to support the emotional well-being and behaviour of the young people in  
the programme, features of the context include: 
x opportunities exist for free play without adult agenda 
x DGXOWVFDQEHSRVLWLYHUROHPRGHOVDQGSURYLGHµNH\DGXOW¶UHODWLRQVKLSV 
x regular access to a natural woodland environment  
x pupils with difficulties at home can access a different environment  
x opportunities for repetitive physical activity (e.g. whittling) 
x rules are more relaxed than school and rules that do exist have safety reasons 
x informal, relaxed environment with trusting relationships between adults and pupils 
x Forest School occurs for one day per week and may require pupils to stay in  
school (i.e. not be excluded)  
x the environment offers a vast, free space 
which creates conditions for the following mechanisms to operate: 
x young people and children are not restricted or embarrassed about play 
x young people are not inhibited to talk about their feelings or experiences to Forest  
         School staff 
x the environment has a calming restorative effect on the young people 
x children can have a different focus and time to relax (non-effortful attention) 
x children engage with repetitive behaviours as a coping strategy to help them  
         regulate their emotional state 
x children understand the rules and boundaries and the reasons make sense 
x young people trust the adults not to report inappropriate language to school staff if it is 
not directed at another pupil 
x FKLOGUHQWKLQNµLIP\EHKDYLRXULVSRRUDWVFKRRO,ZLOOQRWEHDOORZHGWRJRWR)RUHVW 
x 6FKRRO¶ 
x children do not feel physically trapped and can see around them 
which produces the following outcomes for young people: 
x young people develop social skills which supports relationships and limits conflict 
x young people develop emotional literacy and ability to reflect on experiences  
x young SHRSOH¶VPRRGVDUHPRUHSRVLWLYHDW)RUHVW6FKRRO 
x resilience is enhanced and the impact of external influences reduces 
x children use coping strategies to deal with anger so reduces challenging behaviour 
x children follow the rules of the setting and feel safe and calm. Attendance  
improves, there are fewer exclusions and less episodes of conflict  
x less frequent inappropriate language at Forest School  
x Forest School can be an external motivator for positive behaviour in school 
x young people feel safe at Forest School and behaviour is more compliant 
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To illustrate the contextual feature of opportunities for repetitive activity, a pupil was 
observed whittling fire sticks to be used when lighting a fire for approximately 10 
minutes in photograph 4.8.  
 
Photograph 4.8 A pupil whittling  
to make fire sticks. 
 
 
 
 
 
 
 
Forest School staff also noticed that the outdoor natural environment played a part in 
supporting emotional well-being, for example:  
³LW¶VQRW VFKRROHQYLURQPHQW WKHUH¶VQRZDOOV WKHUH¶VQRFHLOLQJV WKH\¶UHQRW IHHOLQJ
WUDSSHG«VRPHRIWKHPDUHOLNHFDJed animals when you do that, when you bring them 
RXWKHUHWKH\¶YHJRWWKHVSDFHWKH\FDQVHHZKDW¶VDURXQGWKHPDQGLWMXVWFRPSOHWHO\
FKDQJHVPRVWNLGV¶PRRGV´             (Participant A) 
 
Participant B noticed that some young people had opened up to him at Forest School 
about difficulties in their lives, which he had not observed in a school environment: 
³LW¶V)RUHVW6FKRROWKHEHVWSODFHLQWKHZRUOGIRUWKHPWRWDONDERXWWKLQJVWKDWWKH\
ZRXOGQ¶WWDONDERXWLQVFKRROWRDQ\RIWKHVWDIIDQGWKHWKHUDSLVWV´(Participant B) 
 
A TA working at Oak School and at Forest School also observed that: 
³LQVFKRROKLVODQJXDJHZDVDWURFLRXVEXWRXWWKHUHDW)RUHVW6FKRRO\RXQHYHUKHDUG
KLPVZHDULWZDVMXVWDWRWDOWXUQDURXQGDQGSHRSOHFRXOGQ¶Wbelieve it when I used to 
FRPHEDFNDQGVD\KHQHYHUVZHDUVDW&URZ¶V:RRG´(Participant D) 
 
The same participant also felt that Forest School could act as an external motivator to 
keep children thinking about their behaviour in school. She said:  
³IRUVRPHRIWKHPLWLVOLNHWKDWFDUURWLIWKH\GRQ¶WEHKDYHDQGWKH\JHWH[FOXGHGWKHQ
QR&URZ¶V:RRG,WKLQNLWGRHVPDNHWKHPVWRSDQGWKLQN´         (Participant D) 
Consent not gained for 
publication of this 
photograph on the 
internet. 
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The mother of pupil 4 (who has behavioural difficulties) felt that her son ³OLNHV KRZ
WKH\¶UH WUHDWHG WKHUH´ (G4) due to being given responsibility. She said ³LQ VFKRRO KH
ZRXOGQ¶WEHJLYHQDNQLIHRUDPDOOHWWKHUH¶GEHDELJGUDPD´(G4) whereas at Forest 
School he was given the responsibility to use these tools and had gained the trust of the 
VWDII WKURXJK KLV DELOLW\ WR XVH WRROV VDIHO\ 3XSLO ¶V PRWKHU ZDV DZDUH WKDW KHU VRQ
³KDVSUREOHPVLQKLVOHVVRQV´but had µJRWFDOPHUVLQFHJRLQJWR)RUHVW6FKRRO´(G4). 
She had received communication from school staff oveU FRQFHUQV DERXW KHU VRQ¶V
behaviour in school but felt this did not happen when he was at Forest School, ³DWOHDVW
,NQRZWKH\¶OOEHQRSUREOHPVRQD7KXUVGD\´(G4). 
 
4.3.10 Enabling Aspects 
Many studies into Forest School have focused on outcomes for children (e.g. Lovell, 
2009a:b, Roe and Aspinall, 2011a) but have not looked in depth at exactly how Forest 
School works. As this was a focus of the current study, Forest School staff were asked 
WR H[SORUH WKHVH DVSHFWV DQG VXEVHTXHQWO\ WKH WKHPHV RI µHQDEOLQJ¶ DQG µKLQGHULQJ¶
emerged. Three of the Forest School staff (Participants A, B and C) had been involved 
in the programme for 3-6 years (appendix 8.7), so were considered well placed to 
comment on features of the programme which make it better or limit its effectiveness.  
 
In order to ensure the programme works effectively, features of the context  
should include: 
x increasing the adult to child ratio by allowing an additional member of staff from 
school to go with the group. This adult must understand and support the Forest  
School ethos 
x a skilled Forest School leader who embeds a child-led ethos, has a high level of  
practical skills and can relate to the young people 
x the Forest School site is sufficient distance from the school site 
x WKHZRRGLVODUJHHQRXJKIRUGLIIHUHQWJURXSVWRKDYHWKHLURZQµFDPSV¶ 
x senior leaders at the school and environmental centre support the programme by  
giving it time 
which creates conditions for the following mechanisms to operate: 
x all adults promote the same child-led approach and background information  
about young people can be shared by the adult from school 
x \RXQJSHRSOHQRWLFHWKHDGXOW¶VSUDFWLFDOVNLOOVZKLFKPRWLYDWHVWKHPWRZDQWWR 
gain those skills 
x young people understand that rules and boundaries are different from school 
x FKLOGUHQZRQ¶WIHHOMHDORXVRUXSVHWLWWKHFDPSLVVKDUHGDQGRUWKHLUFUHDWLRQV 
get moved  
x Forest School leaders can be autonomous and feel trusted to implement the ethos 
of Forest School 
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which produces the following outcomes for staff and/or young people: 
x young people understand the Forest School ethos and Forest School staff  
understand the individual needs of the children due to good communication  
x positive and motivated working relationships are established 
x \RXQJSHRSOH¶VDWWLWXGHVDUHPRUHSRVLWLYH 
x anger or poor engagement is prevented  
x the programme continues and is not undermined by professionals with  
different agendas so the child-led approach is promoted 
 
Some of these aspects are illustrated by quotes from the Forest School staff, for example 
Participant B felt that:  
³\RX¶YHJRW WRKDYHWKHVXSSRUWRI WKHVHQLRUOHDGHUVKLSWHDP6/7EXW\RX¶YHJRW WR
also have them to step back. I will make it work, I know that, VRWKH\¶YHJRWWROHDYHPH
EXW\RXQHHGWKDWVXSSRUWLQLWLDOO\´            (Participant B) 
 
This suggests that FSLs need the SLT to plan, fund and staff the programme, but after 
these aspects are in place Forest School works best when staff feel trusted to implement 
the programme and keep the ethos consistent with the child-led approach which they 
find supports positive outcomes. 
 
Forest School staff with a high level of practical skills was identified as an enabling 
aspect because they model their skills which in turn inspires the young people to 
become motivated to also gain the same skills. Photograph 4.9 illustrates pieces of 
jewellery made by melting metal in the fire and putting it into a hand-carved mould. The 
young people were involved in making these items which were given to them as a 
keepsake, but this would not have been possible if the Forest School leader did not have 
the necessary skills to model and demonstrate the techniques involved.  
 
Photograph 4.9 Jewellery made at Forest School. 
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One FSL (Participant A) noted that having additional staff members from school helped 
the programme by raising the adult to child ratio. However, this was only helpful if that 
staff member was motivated to promote the Forest School experience and understood 
the child-led ethos. He said:  
³\RXQHHG WKH VFKRRO¶V LGHDZLWKDOZD\V FRPLQJRXWZLWKDPHPEHURI VWDII IURP WKH
school, that member of staff from the school needs to be clued up about what Forest 
6FKRRO LV7KDWFDQEHDELJGUDZEDFNLI\RX¶YHJRWVRPHERG\ZKRGRHVQ¶W OLNHEHLQJ
RXWVLGHLQWKHZRRGV´                         (Participant A) 
 
It was also identified that Forest School staff sharing a certain amount of background 
information about the young people enabled the FSLs to plan activities appropriately 
DQG VHQVLWLYHO\ ZLWK UHJDUG WR WKH SXSLO¶V LQGLYLGXDO QHHGV DQG H[SHULHQFHV 7KLV ZDV
illustrated in a powerful extract from Participant A when he asked for background 
information:  
 
³,KDYHKDGXPQRWVRPXFKWKHVFKRROVEXWGHILQLWHO\WKHPRUs turn round and say 
ZH¶UHQRWJLYLQJ\RX WKDW LQIRUPDWLRQ«DOO\RX¶UHJRLQJ WRGR LVXVH LW WRSLJHRQKROH
WKHP:KHQZKDW,GRLVFRPSOHWHO\WKHRSSRVLWHLI,JHWLQIRUPDWLRQZKLFKVD\VWKH\¶YH
JRWLVVXHV«,FDQXVHWKDWWRZRUNZLWKWKHPDQGQRWZRUk against them. For instance, 
,ZDVQ¶WWROGRQHNLGGLGQ¶WKDYHDPRPVKH¶GGLHGWKH\HDUEHIRUHDQGZHZHUHVDWRXW
KHUHDVNLQJKLPDERXWµRKZKDWDUH\RXGRLQJZKHQ\RXJHWKRPHLV\RXUPRPFRRNLQJ
\RX WHD"¶«,QIRUPDWLRQ OLNH WKDW\RXQHHG WRNQRZµFX] WKDWFDQUHDOO\ VHWDNLGRII´
                                                  (Participant A) 
 
4.3.11 Hindering Aspects 
This theme is slightly different to the others in that the participants have hypothesised 
about or recalled previous hindering aspects, given the current programme under study 
is currently well established and considered to be effective by senior leaders. Therefore, 
many of these aspects appear in blue (partially important) as they may not be currently 
posing a threat to the programme, but were raised by the four Forest School staff due to 
their potential to either stop the programme completely (e.g. funding cuts) or severely 
limit the effectiveness (e.g. too many children sent to Forest School). Hindering aspects 
are effectively negative mechanisms, which limit or hinder programme success (Pawson 
and Tilley, 2004). The following hindering aspects are presented as follows: 
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Contextual elements which may threaten programme success include: 
x financial threats to school budget 
x bad weather conditions 
x the rules at Forest School are different to school and staff may allow behaviours  
which are not acceptable in school (e.g. some swearing) 
x environment is new so some children may lack experience in a woodland setting 
x WKH\RXQJSHUVRQ¶VXQLTXHSHrsonal preferences, experiences or SEN and lack of  
Forest School staff information about individual needs 
x exterior influences on the young person (e.g. unstable home life) 
x children may be in classes at school with other pupils who do not attend Forest  
School 
x free choice and child-led activities mean young people may choose to sit quietly  
rather than engage in an activity  
which set up the conditions for the following mechanisms: 
x funding could be withdrawn completely for the programme, or too many children  
could be sent so adults do not have time for individuals  
x staff or children may not want to go to Forest School in bad weather and parents  
may keep their child at home  
x some members of school staff may feel Forest School is inappropriate as rules are  
different, so there is little consistency in terms of behavioural expectations  
x children may feel frightened of the risks at Forest School and lack of visible  
boundaries 
x young people may find it difficult to cope with changes to their environment or  
may not be motivated to attend Forest School due to anxiety or dislike of the  
environment and/or activities 
x young people may have difficulty concentrating due to being distracted by 
the external influences (e.g. home life) 
x children may be in classes at school with peers who they do not have a  
SRVLWLYHUHODWLRQVKLSZLWKDQGGRQ¶WDWWHQG)RUHVW6FKRROZLWKVRWKLVLQWHUIHUHVZLWK
learning in school 
x Forest School leaders judge whether the child needs quiet time or if they are  
choosing not to engage  
which may produce the following outcomes: 
x Forest School is unsuccessful because quality relationships between children and  
adults cannot be built or maintained  
x Children may not attend Forest School in bad weather and staff may also lack 
motivation to attend 
x  tension may be caused between Forest School staff and school staff which may  
WKUHDWHQWKHSURJUDPPH¶VDELOLW\WRFRQWLQXHVXFFHVVIXOO\ 
x children may experience a negative emotional response (fear) and may not attend 
x young person may refuse to attend, despite adaptions where possible to enable them 
to enjoy Forest School. FSLs raise this with school staff and another child will go 
x engagement with Forest School is hindered and their post-school path is undesirable  
x progress made at Forest School may not be transferred to school setting 
x Forest School leaders have to find ways to engage and motivate pupils to stop them  
opting out or becoming bored 
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The most important aspect was that finances were not restricted, so that the programme 
can continue and FSLs are not asked to take more children in order for the school to get 
more value for money. Bad weather was also noted as having caused a barrier to some 
children attending Forest School: 
³ZHGRJHWVRPHZKRDUHQRWNHHQRQJRLQJRXWLQWKHHOHPHQWV6RLILW¶VFROGDQGZHWLI
WKH\ VD\ µRK ,¶P QRW JRLQJ FX] LW¶V UDLQLQJ¶ SDUHQWV ZLOO NHHS WKHP DW KRPH´
(Participant D) 
 
Some pupils with particular needs were noted to experience some difficulty coping with 
the Forest School environment: 
ZH¶YHJRWRQHNLGZKRGLGQ¶WOLNHFKDQJHVRWRVWDUWRIIZLWKLW¶Vµ,¶PQRWJRLQJRQWKDW
PLQLEXV ,¶P QRW JRLQJ GRZQ WKHUH¶ VR , VXSSRVH LW¶V ZKDWHYHU WKHLU VSHFLDO QHHG LV´
(Participant C) 
 
This was also noted when Participant A said that in the first 6 weeks of a new 
SURJUDPPHWKHUHPLJKWEHVRPHSXSLOFKDQJHVLHRQHRUWZRGHFLGLQJWKH\GRQ¶WOLNH
it, so the school then send others instead. Participant A indicated that: 
³VRPHWLPHV WKH\ MXVW GRQ¶W OLNH EHLQJ RXWVLGH VRPHWLPHV WKH\ GRQ¶W OLNH QRW KDYLQJ
ERXQGDULHVLWGRHVQ¶WZRUNIRUHYHU\ERG\%XWWKRVHWKDWGROLNHLWDQGVWLFNLWGRVRUWRI
JHWRQTXLWHZHOO,WKLQNDQGJHWTXLWHDORWRIRXWLW´                     (Participant A)
       
 
4.3.12 Areas for further development 
Although aspects relating to areas for further development were not explicitly probed, a 
repeated theme stemming from the two Forest School leaders (Participants A and B) 
was that children should be allowed to access Forest School throughout their school 
career, and not just in the final two years of school: 
³LW QHHGV WR EH RQJRLQJ«LW¶V QR JRRG JLYLQJ WKHP WR PH LQ <HDU  DQG  EHFDXVH
WKH\¶YH JRW ORDGV RI SUREOHPV VWRUHG XS DQG ORDGV RI GDPDJH GRQH ZKHQ WKH\¶UH
\RXQJHU«´               (Participant A) 
 
A parent (G4) felt that the experience could be improved for her son by linking the 
Forest School work with the curriculum in school: 
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³LIWKH\FRXOGLQFRUSRUDWHLWLQWRVFKRROLWZRXOGZRUNUHDOO\Zell for pupil 4, say in Art 
WKH\FRXOGGHVLJQVRPHWKLQJWREXLOGWKHUH«LQ(QJOLVKWKH\FRXOGZULWHDERXWLWDQGKH
SUREDEO\ZRXOGQ¶WNQRZKHZDVGRLQJLW´                (G4) 
 
Participant B, a FSL also working at Oak School, talked about his plans to create a 
Forest School area within the school grounds which would be accessible for all pupils, 
even those with profound and multiple needs.  
 
4.4 Summary 
Due to the high level of complexity of social programmes (Pawson, 2006), it is perhaps 
no surprise that a large data set has been obtained. The process of ranking in the RI has 
illuminated the most important aspects of Forest School for young people aged 14-16 
with SEN, which will provide a focus for discussion in chapter 5 in the interest of 
presenting a succinct account. The triangulated approach to data gathering and iterative 
development of CMOCs enables the researcher to present with a reasonable degree of 
confidence an account of the important features of a Forest School programme and  
outcomes observed for the young people.  
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Chapter 5. Discussion 
 
5.1 Introduction 
The findings presented in chapter 4 suggest that some of the outcome themes identified 
in the Realist Synthesis (RS) were applicable to this small case study Forest School. 
However, the data gathered as part of the Realistic Evaluation (RE) case study and 
Realist Interview (RI) meant that the first programme specification was significantly 
refined, in order to more accurately reflect the Forest School programme with this 
particular group of young people. This section aims to discuss the findings of this 
HYDOXDWLRQLQUHODWLRQWRWKHSULPDU\UHVHDUFKTXHVWLRQµWhat are the important context, 
mechanism and outcome configurations of Forest School with young people aged 14-16 
who have special educational needs (SEN)?¶ As evaluations aim to be useful to 
programme developers (Morris, Fitz-Gibbon and Freeman, 1987; Pawson, 2006) the 
features of Forest School rated most important (critical and ideal) to programme success 
will be discussed primarily, in order to provide a relevant and succinct account. 
Findings will also be discussed in relation to the wider literature before limitations and 
implications of the evaluation are presented.   
 
5.2 Contextual Features 
Pawson (2006) proposed that contextual features of a programme should be considered 
by four systemic contextual categories: individual capacities, interpersonal 
relationships, institutional settings and the wider infrastructure. Therefore, the 
contextual features of this Forest School are addressed in the following four sections.  
 
5.2.1 Individual Capacities 
Individual capacities of the young people and adults involved in the case study Forest 
School impacted upon how well it worked. The Forest School programme under study 
was offered to Year 10 and 11 pupils at Oak School on a voluntary basis, and it was 
repoUWHGWKDWRFFDVLRQDOO\\RXQJSHRSOHGHFLGHGWKH\GLGQ¶WOLNHWKHSURJUDPPHDIWHUD
IHZ ZHHNV RI DWWHQGLQJ DSSHQGL[  7KHUHIRUH ZKHQ FRQVLGHULQJ µIRU ZKRP¶ D
programme works (Pawson and Tilley, 1997) it appears that 14-16 year olds with SEN 
need individual capacities to cope with outdoor environments, relaxed rules and tasks of 
a practical nature, in order to gain positive outcomes from Forest School.  
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Capacities that young people brought to the programme also impacted upon their 
outcomes, which supporWV%R]LFDQG&URVVODQG¶VILQGLQJWKDW³SURJUDPPHVGR
QRWZRUNWKHVDPHZD\IRUHYHU\RQH´(p.8). For example, young people with infrequent 
verbal communication were heard speaking more regularly at Forest School, a finding 
also noted by Swarbrick, Eastwood and Tutton (2004). Additionally, one pupil in this 
study experienced ADHD but was anecdotally reported to concentrate for longer at 
Forest School than at Oak School, which adds to the findings of Faber Taylor and Kuo 
(2009). Similarly, the findings of this evaluation suggested that Forest School had a 
calming effect on young people with emotional and behavioural needs. This adds to the 
findings of Roe and Aspinall (2011a), who found that Forest School had a significantly 
greater positive impact on mood for 11 year olds with challenging behaviour, in 
FRPSDULVRQWRWKRVHZLWKWHDFKHUUDWLQJVRIµJRRGEHKDYLRXU¶ 
 
The capacities of the Forest School Leaders (FSLs) appeared to impact upon the 
motivations of young people to engage positively with the activities on offer, 
particularly in relation to their practical skills, commitment to adhering to a child-led 
approach and to relate to the young people. FSLs with high levels of practical skills 
were required for Forest School with 14-16 year olds because thLVVXSSRUWHGWKHSXSLO¶V
ability and motivation to gain practical skills, to demonstrate responsibility when using 
potentially dangerous tools and to meet assessment criteria (NOCN, 2013). When FSLs 
gave young people opportunities to demonstrate appropriate risk taking this appeared to 
support their confidence, motivation and independence. This ability to appropriately risk 
take extends the findings of Waters and Begley (2007) to the case study population and 
suggests that a successful Forest School requires FSLs to create opportunities for young 
people to demonstrate responsibility by being trusted, although practitioners must 
clearly strike the balance between providing risk taking opportunities and ensuring 
safety (Waters and Begley, 2007).  
 
The present study indicated that skilled FSLs and teaching assistants supporting the 
programme must share an understanding of the child-led ethos of Forest School and 
support this by modelling activities, rather than directing young people to tasks (Cree, 
2009). This ethos also set up conditions for children to develop confidence by not being 
offered adult support too early, instead needing to think about the task themselves first. 
Additional TAs need to be comfortable with being outside and understand the Forest 
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School approach, otherwise this can hinder the programme, as children get conflicting 
messages about the extent to which the programme is child led. This potential for 
LQFRQVLVWHQFLHV LQ )6/ DQG VFKRRO VWDIIV¶ XQGHUVWDQGLQJ RI WKH FKLOG-led approach is 
consistent with the findings of Maynard (2007a). Skilled adults at Forest School also 
modelled that failure is acceptable, for example they also broke pieces of wood 
accidentally when working on projects. Adults calmly locating another piece of wood to 
use seemed to show the young people that it is ok if something goes wrong and this 
supported their confidence and motivation to persevere.   
 
5.2.2 Interpersonal Relationships 
The present study indicated that positive working relationships between adults and 
young people were critical for programme success and that trusting relationships 
enabled young people to build confidence and confide in how they were feeling. 
Positive relationship development was facilitated by high ratios of adults to young 
people, so that adults had time to talk to the young people individually. The present 
study indicated that trust supported young people to feel comfortable to discuss 
difficulties they faced with the adults in the Forest School environment. This allowed 
adults to offer supporWDQGDGYLFHDERXWDQ\GLIILFXOWLHVDQGWKH\RXQJSHRSOH¶VIXWXUHV
in general.  
 
The child-led nature of Forest School is well established (FSA, 2013) and sets Forest 
School apart from the UK curriculum (DfEE, 1999) and outdoor adventure programmes 
(Donnelly, 2013). At this case study Forest School, relationships between adults and 
young people were viewed by FSLs as partnerships (appendix 8.7). For example, young 
people called adults by their first names, uniform was not worn and everyone was 
involved in creating the rules and running the activities (e.g. deciding where shelters 
would go).  The findings of this study extend Forest School research, as the greater level 
of equality between adults and young people aged 14-16 was not explicitly reflected in 
the extant evidence base. Forest School staff also working at the Oak School site 
noticed that positive trusting relationships, which were developed at Forest School, 
transferred back to school. New perspectives in relationships emerged strongly; adults 
and children saw additional strengths and qualities in each other and adults developed 
empathy for the difficulties faced by young people, and communicated this to other Oak 
School staff (appendix 8.7).  
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At this Forest School, young people had frequent opportunities for teamwork and 
seemed to learn that more could be achieved when working together (Massey, 2004; 
2¶%ULHQ DQG 0XUUD\  )RU H[DPSOH ZKHQ PDNLQJ D ZRRGHQ SLJ LW ZDV HDVLHU
when one child held the wood while the other hammered a nail in (photograph 4.2). 
This study highlighted that the practical nature of activities enabled young people with 
SEN to show their strengths, which may not be apparent in the traditional school 
classroom. The current evaluation also extends previous research by finding that strong 
communication between the adults was a critically important enabling feature to ensure 
DOOVWDIIKDGDQXQGHUVWDQGLQJRISXSLOV¶LQGLYLGXDOQHHGVDQGFLUFXPVWDQFHVLQRUGHUWR
work sensitively and effectively with them. 
 
5.2.3 Institutional Settings 
Spending a day per week in a natural woodland environment for at least one academic 
year is unique to the practice of Forest School (FSA, 2013) as opposed to other outdoor 
education activities, which are often short-lived (e.g. Go Ape, 2014). This contact with 
nature is believed to be intrinsically desired (Kellert and Wilson, 1993) and provides a 
restorative experience (Kaplan, 1995). Opportunities for repetitive activities such as 
whittling wood seemed to calm young people who experience difficulties with 
emotional regulation or in relation to ADHD (e.g. photograph 4.8) The environment 
also provided natural resources to support the practical activities (Knight, 2009) and the 
need to share these resources supports social development, particularly when certain 
tasks such as moving heavy objects requires more than one person (Massey, 2004).  
 
The programme ethos focuses on child-led activities, where adults are facilitators not 
teachers, thought by some to constitute good practice outdoor learning (Maynard and 
Waters, 2007; Bilton, 2010). During child-led activities at Forest School, young people 
are not rushed to move onto other activities, so have the time and space to persevere on 
projects and to consider problems without the requirement to give adults an immediate 
response (appendix 8.8; Maynard, 2007a; Swarbrick, Eastwood and Tutton, 2004; 
Borradaile, 2006; Knight, 2011b).   
 
The development of practical skills enabled young people to gain qualifications 
(NOCN, 2013) and supported their success in other settings such as work, home and 
FROOHJH &URZ¶V :RRG LV ODUJH VR \RXQJ SHRSOH GRQ¶W KDYH WR VKDUH WKHLU FDPS ZLWK
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other groups and the natural woodland setting enables adults and children to share the 
same challenges (such as coping with adverse weather) which supports the development 
RI HTXDOLW\ DQG SRVLWLYLW\ LQ UHODWLRQVKLSV 2¶%ULHQ DQG 0XUUD\  7KH SUHVHQW
study appears to suggest that relationships building enables adults to focus on the 
µZKROHFKLOG¶ZKLFK LV IDFLOLWDWHGE\ WKHGLIIHUHQW UXles and environment gained from 
EHLQJDZD\IURPVFKRRODSSHQGL[H[WHQGLQJWKHILQGLQJVRI2¶%ULHQDQG0XUUD\
(2005).  
 
5.2.4 Wider Infrastructure 
This programme requires positive partnerships between senior leaders from Oak School 
DQG &URZ¶V :RRG 2ak School have shown a 5-year commitment to using Forest 
6FKRRO DW &URZ¶V :RRG DQG VXSSRUW WKH \RXQJ SHRSOH JDLQLQJ TXDOLILFDWLRQV WKURXJK
this approach (NOCN, 2013). Previous research suggests that some teachers have 
GLIILFXOW\ µVWHSSLQJ EDFN¶ IURP GLUHFWing the young people to activities (Maynard, 
2007a) but this is not a difficulty in the case study Forest School where all adults share a 
child-led ethos. In this evaluation, findings suggest that this Forest School was 
successful for some learners with SEN because senior leaders support the FSLs to 
implement the programme autonomously, enabling them to adhere to the child-led ethos 
of Forest School (FSA, 2013).  
 
The parents who contributed to this evaluation spoke of the Forest School experience 
VXSSRUWLQJ WKHLU FKLOG¶V LQGHSHQGHQFH DQG DELOLW\ WR VXFFHHG LQ WDVNV RI D SUDFWLFDO
nature. One parent felt confident that her child did not elicit challenging behaviour at 
Forest School, suggesting she had become aware of the positive effects of the 
environment, activities on offer and novel way adults at Forest School worked with her 
VRQDSSHQGL[7KHVHµULSSOHHIIHFWV¶RI)RUHVW6FKRROZHUHQRWHGLQ2¶%ULHQDQG
Murray (2005; 2006; 2007) as well as the findings of this study. 
 
5.3 Mechanisms 
Key mechanisms identified were changes in the reasoning and thinking of individual 
young people, and the cultural changes to the group of young people attending Forest 
School as the programme developed over time. On an individual level, young people 
who were suited to the outdoor environment become more confident and motivated 
because the opportunities on offer were achievable and interesting to them. At this 
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)RUHVW 6FKRRO \RXQJ SHRSOH OHDUQW WKDW LW GRHVQ¶W PDWWHU LI WKH\ IDLO DW D WDVN VR
beginning a project again which has failed is less unsettling because they have observed 
adults trying, failing and then succeeding at practical tasks.  
 
Young people appeared to feel safe in the Forest School environment, responding well 
to being allowed to follow their interests and the reduced time pressure, which 
supported intrinsic motivation and interest in their surroundings. This study supports the 
non-effortful attention provided by natural environments (Herzog, Black, Fountaine and 
Knotts, 1997) and the opportunities for reflection and restoration it provides (Hartig, 
Mang and Evans, 1991). Young people seemed to become more aware of risk and 
independently able to consider risks to themselves and others, as the positive group 
culture developed. Experience of being in the same conditions as others and observing 
that more can be achieved together improved the awareness of the strengths of others. 
7KLVUHFRJQLWLRQRIRWKHU¶VVWUHQJWKVDOWHUHGWKHVRFLDOKLHUDUFK\LQWKHJURXSDILQGLQJ
not reported by other Forest School researchers as yet. The present study appears to 
indicate that peer social connectedness reduces conflict at Forest School, which is also 
transferred back to the usual school environment.  
 
Multi-sensory experiences on offer at Forest School and opportunities for teamwork in 
practical activities provided a stimulus for verbal communication and gave children 
opportunities to demonstrate and practice leadership skills. Adults were then able to 
H[WHQG\RXQJSHRSOH¶VVSHHFKDQGSURYLGHQHZYRFDEXODU\.H\PHchanisms within the 
present study included young people having opportunities to explore and develop 
creatively due to the practical and artistic nature of activities and tasks. Young people 
realised they needed to listen to the adults in order to be given responsibility for using 
potentially dangerous equipment, which all pupils in this study wanted (appendix 8.11).   
 
FSLs in the present study were able to set up these mechanisms as they felt trusted by 
VHQLRUOHDGHUVDQGEHFDXVHWKHVLWHDW&URZ¶V:RRGLV large enough to ensure children 
have their own space and do not have to share the camp with other groups. All adults 
promoted the same ethos, meaning young people understood the rules and boundaries 
and saw reasons for safety rules, which were in place. According to the adults running 
WKLV)RUHVW6FKRRO \RXQJSHRSOH¶VEHKDYLRXUZDVJHQHUDOO\EHWWHUDW)RUHVW6FKRRO LQ
comparison to school, which was also suggested by Roe and Aspinall (2011a) with 11 
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year old with SEN. Despite the thinking that young peoplH¶V EHKDYLRXU ZDV OHVV
desirable in school, for those which potentially more capacity to link their behaviour 
and consequences, the threat of not being allowed to go to Forest School due to poor 
behaviour in school sometimes seemed to encourage better behaviour in school and 
reduce exclusions (Ritchie, 2010).  
 
Negative mechanisms (Pawson and Tilley, 2004) were discussed during the interviews 
ZLWK )RUHVW 6FKRRO VWDII 6RPH RI WKHVH QHJDWLYH PHFKDQLVPV RU µKLQGHULQJ IHDWXUHV¶
had already been addressed by thHH[SHULHQFHG)6/VDQGWKHUHIRUHGLGQ¶WSRVHDWKUHDW
WR WKHFXUUHQWSURJUDPPHDQGKHQFH WKHLU UDQNLQJDVSUHGRPLQDQWO\ µSDUWLDOO\¶RUµQRW
LPSRUWDQW¶ WR SURJUDPPH VXFFHVV 7KH KLQGHULQJ PHFKDQLVPV LGHQWLILHG LQFOXGHG
parental concern about bad weather and limited background information given to the 
FSLs about the young people attending the programme to support planning. The only 
hindering mechanisms thought to pose a critical threat to the programme was a 
reduction in school funds which could mean ceasing Forest School altogether or senior 
leaders at the school sending too many young people to Forest School, which would 
negatively impact on the quality of relationships between young people and FSLs. It is 
important that senior leaders and Forest School practitioners are aware of these negative 
mechanisms which have the potential to reduce the effectiveness of the Forest School 
programme. 
 
5.4 Outcomes 
The current study revealed nine outcome themes, all of which had arisen in some form 
within the existing liWHUDWXUH HJ 2¶%ULHQ DQG 0XUUD\ 5RH DQG $VSLQDOO D
However, all themes were developed and refined during the RE, particularly the 
RXWFRPH WKHPH RI µ(PRWLRQDO :HOO-EHLQJ DQG %HKDYLRXU¶ 7KLV ZDV OLNHO\ WR KDYH
occurred because some of the young people within the case study experienced SEN in 
relation to emotional needs, and therefore changes in this area were perhaps more 
noticeable (Roe and Aspinall, 2011a). The current study revealed multiple outcomes of 
Forest School, which is expected in an RE (Pawson, 2006). Multiple outcomes are also 
likely to occur due to individual differences, which RE is able to account for, unlike 
more positivist studies (Pawson and Tilley, 1997). Heterogeneous characteristics of the 
individuals in the programme impacted upon the level of engagement with the resources 
on offer at the Forest School, for example those with emotional needs were observed 
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working more calmly and shy children were observed opening up more once positive 
trusting relationships had developed. Despite individual differences, Forest School was 
still considered by the participants to have positive effects for all individuals attending. 
 
Outcome data was gained qualitatively through interviews and quantitatively through 
questionnaires (appendix 8.12). The results of this evaluation supports the findings of 
other studies which have concluded that Forest School can improve outcomes for 
FKLOGUHQ DQG \RXQJ SHRSOH LQ WKH DUHDV RI FRQILGHQFH 2¶%ULHQ DQG 0XUUD\ 
physical fitness (Lovell 2009a; 2009b), social development (Massey, 2004), emotional 
well-being (Roe and Aspinall 2011a; 2011b), language and communication (Swarbrick, 
Eastwood and Tutton, 2004), motivation (Murray, 2003) and learning (Borradaile, 
2006). Borradaile (2006) also found that Forest School developed a culture of 
enterprise, as young people gained skills they could use to create items to sell, which 
ZDV DOVR REVHUYHG ZLWKLQ WKLV VWXG\ 3UDFWLWLRQHUV WDONHG DERXW µVWUHHWZLVH¶ \RXQJ
SHRSOH FRPLQJ WR &URZ¶V :RRG DQG SOD\LQJ OLNH \RXQJ FKLldren (appendix 8.7). The 
current study therefore suggests that the benefits of play, which are well established for 
children aged 0-5 (Moyles, 2010), may also apply to young people aged 14-16 with 
SEN, particularly those with poor social skills.  
 
Ridgers, Knowles and Sayers (2012) found that more appropriate risk taking occurred 
with pre-school age children attending Forest School and this was also applicable to the 
young people in this evaluation, who were observed being more willing to take risks but 
also considered the danger to themselves and others. Young people also became more 
knowledgeable about the natural environment and curious about the natural world 
which supported WKHLUOHDUQLQJDERXWIORUDDQGIDXQDWRDOHYHORIPDLQWHQDQFH2¶%ULHQ
and Murray, 2005; 2006; 2007). Young people in this study demonstrated pro-social, 
helpful behaviour and became more aware of others and the need for teamwork. 
Through this, their negotiation, listening and communication skills improved and shy 
children communicated more frequently in this environment. The relaxed ethos of 
Forest School in this study enabled children to take their time over projects or problems 
they were working on which gave them more chance of success, leading to heightened 
perseverance, confideQFHDQGPRWLYDWLRQ WRDWWHPSWRWKHU WDVNV LQ WKH IXWXUH 2¶%ULHQ
and Murray, 2005; 2006; 2007).  
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Although interviews with the young people suggested they considered that the main 
outcomes of Forest School was development of practical skills (appendix 8.11), adults 
involved in Forest School were much more likely to focus on development of 
confidence, social skills and the positive impact on yRXQJ SHRSOH¶V HPRWLRQDO ZHOO
being (appendix 8.7; 8.10). This perspective was reflected when FSLs rated the 
GHYHORSPHQW RI \RXQJ SHRSOH¶V SUDFWLFDO VNLOOV DV µLGHDO¶ WR SURJUDPPH VXFFHVV EXW
RSSRUWXQLWLHV IRU GLVFXVVLQJ GLIILFXOW LVVXHV ZHUH µFULWLFDO¶ ZLth this group. This 
perspective was likely to occur in this case study due to the nature of the needs 
experienced by young people in this Forest School. Interestingly, adults almost seemed 
baffled by the observation that young people who used inappropriate language 
(swearing) regularly in school did not seem to do this at Forest School. Through probing 
this phenomenon during the RI, the group decided that trust in the adults meant that 
young people remained calmer. Opportunities to discuss issues at Forest School, e.g. 
incidents in school, seemed to develop WKH \RXQJSHRSOH¶VFDSDFLW\ IRU UHIOHFWLRQDQG
emotional literacy, an opportunity rated as critical for this group. 
 
5.5 Summary 
The findings of the RE show some similarities with previous research (e.g. 2¶%ULHQDQG
Murray, 2005; 2006; 2007, Roe and Aspinall, 2011a) but also refines and extends these 
outcomes for young people aged 14-16 with SEN, a population which has not yet 
participated in Forest School research. The findings support research which suggests 
that young people with SEN can gain positive outcomes from attending a Forest School 
programme over time (Roe and Aspinall, 2011a; 2011b). Therefore, if practitioners are 
considering use of the outdoors as an effective alternative curriculum for young people 
with SEN (Reed, 2005), Forest School should be considered due to the positive 
outcomes which can occur. 
 
Individual capacities and characteristics of adults and young people involved in Forest 
School hugely influence the programme outcomes, which lLQNV WR5RHDQG$VSLQDOO¶V
(2011a) finding of a significant difference between ratings of mood for those displaying 
µSRRU¶ DQG µJRRG¶ EHKDYLRXU DIWHU D )RUHVW 6FKRRO GD\ $OWKRXJK UHVHDUFK KDV
documented the majority of the positive outcomes highlighted in this research, no 
previous studies have addressed in such detail the contextual elements of Forest School 
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required to create the conditions for mechanisms to produce outcomes for young people 
aged 14-16 years old with SEN.  
 
Critical contextual conditions included practically skilled FSLs who are motivated to 
understand vulnerable young people and develop positive relationships with them. 
Features of the environment (a large, natural woodland) provided the context for 
practical skills development. It is acknowledged that this programme does not work for 
everyone, but the young people who react positively to the natural environment over 
time, can gain some positive outcomes. 
 
As well as being the first study to investigate Forest School with this participant group, 
it is also the first RE of Forest School. The RE framework has supported scientific 
analysis of qualitative data through iterative and critical development of a final 
programme specification (Pawson and Tilley, 1997). Although RE has provided a 
framework for detailed analysis of how Forest School works to set up outcomes for 
young people aged 14-16 with SEN, it is acknowledged that this approach has 
limitations, which may impact upon the degree of certainty with which claims can be 
made.  
 
5.6 Limitations to the Realistic Evaluation (RE) 
Limits to the current study created by the case study design and data gathering tools are 
discussed in this section, as well as the steps taken to reduce the impact of these 
limitations. Firstly, limitations of a realistic approach will be explored, including the 
complexity involved in evaluating a social programme and some of the steps taken to 
tackle the challenge this creates. Timmins and Miller (2007) found difficulty 
distinguishing between contexts and mechanisms using RE, particularly as outcomes 
can become a context or a mechanism for other, subsequent outcomes. This high level 
of complexity within RE of social programmes is acknowledged by Pawson and Tilley 
(1997) who say this is unavoidable. Indeed, Pawson (2006) suggests that programmes 
can be so complex and influenced by such a wide range of issues, evaluators will never 
have entirely full and accurate knowledge of how a programme works. To gain only 
partial knowledge of a social programme after extensive time and effort researching is 
disappointing. However, scientific realists consider that programmes are so complex 
that no methodological design would be able to capture a complete picture of each and 
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every influencing feature, but RE is more open about the SUHVHQWDWLRQRI µSURYLVLRQDO
WKHRU\¶WKDQRWKHUHSLVWHPRORJLHV3DZVRQDQG7LOOH\ 
 
When drawing out elements related to contexts, mechanisms and outcomes (CMOs) 
from the existing Forest School research and refining this as part of the RE, subjective 
responses from the researcher are required to make a judgment on whether a code 
relates to a C, M or O. Abstraction and formulation is inherently subjective, despite 
some attempts to avoid this including regular checking of the definition of a C, M or O 
(Pawson and Tilley, 1997), inter-rater checks and and an iterative refinement of the 
three programme specifications.  
 
REs do not typically use group outcome data as the focus for evaluation but instead 
recognise that outcomes are different for everyone to some extent, due to differences in 
individual capacities as a contextual feature. For the present study this means where 
outcome data is presented, it does not necessarily apply to all case study participants or 
any other young people accessing Forest School. Therefore, this limits the 
generalisation or replication of this study, as changes to individual characteristics of 
young people attending Forest School may alter the subsequent mechanisms and 
outcomes observed. Indeed, replication with the same participant group is likely to 
reveal new data as the outcomes gained in the previous evaluation would, in turn, 
influence the contextual features participants then brought to the subsequent 
programme, for ³RXU DFWLRQV DUH DOZD\V SURQH WR FKDQJH WKH FRQGLWLRQV that prompt 
WKHP´(Pawson, 2006, p. 18). However, realistic evaluators believe that findings provide 
frameworks to compare similar programmes which can be helpful in practice (Pawson 
and Tilley, 1997).  
 
Another limitation to the RE approach was the extensive time taken to develop and 
refine programme specifications, which aimed for a succinct, clear account and to avoid 
any duplication. Data analysis involved thematic analysis over an extensive amount of 
qualitative data and, despite the aim of a succinct account, a large data set requiring 
analysis and interpretation was still gained. There was a need to strike a balance 
between presenting complex programme findings, which were also coherent and useful 
to practitioners.  
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5.6.1 Case Study Design 
Despite adhering to case study guidance (Yin, 2009) and triangulating evidence to 
attempt to reduce threats to internal validity, the sample size of young people was small 
(n=4) which restricted the generalisability of outcomes to other, even similar groups of 
young people. The small sample size of young people and parents involved was 
partially expected due to the small numbers of pupils from Oak School accessing the 
Forest School programme (n=10) and the vulnerability of the group targeted. Although 
the case study would have been strengthened by more pupil and parent participants, all 
Forest School staff who were approached agreed to be involved. It could be argued that 
practitioners running and facilitating programmes are most likely to have ideas about 
how they work (Pawson and Tilley, 1997) so therefore, those most able to comment on 
all three features of the Forest School programme (C, M and Os) were successfully 
engaged in this evaluation. 
 
Purposive targeting of individuals most able to answer the research questions may have 
led to sample bias. Additionally, pupils in this study were of similar ages and needs (e.g. 
all had a statement of SEN) to others at Oak School, but they had been individually 
invited to Forest School by senior leaders and, on acceptance, engaged in it for at least a 
year. This means that this small group cannot be described as wholly representative of 
the whole school, as senior leaders may have chosen pupils that they considered may 
benefit most from Forest School. A claim of RE is that social programmes work 
differently for different people (Pawson, 2006). Therefore, the use of four pupils in this 
case study means there are likely to be some gaps in the data, e.g. where these pupils 
have not explained how Forest School might impact upon all young people aged 14-16 
with SEN.  
 
A researcher-as-observer within a case study design has strengths due to the ability of 
the researcher to become embedded in the programme to aid their understanding, but is 
also limited by the potential for researcher bias and selective attention during 
REVHUYDWLRQV 5REVRQ  7KH UHVHDUFKHU¶V HQJDJHPHQW ZLWK WKH )RUHVW 6FKRRO
literature and previous experience of running Forest School may have heightened 
selective attention by focusing on certain features of the programme which had been 
either read in the literature or previously observed. This knowledge influenced the 
decision to undertake narrative observations which did not pre-code for certain expected 
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behaviours, with the aim of gathering data about new CMOCs within the developing 
programme specification. Robson (2011) warns that participants can alter their 
behaviour when knowingly observed. In order to attempt to limit this effect, the 
researcher spent four days at Forest School becoming familiar with participants so they 
felt more comfortable and not pressured to behave differently.   
 
As aforementioned, the outcome data of this study is not generalisable to other groups 
due to the very small sample of young people involved. However, information about the 
contextual features of Forest School and mechanisms which led to outcomes for the 
young people can be disseminated to other settings looking to set up their own Forest 
School programme (Pawson, 2006). Although it is impossible to guarantee the same 
outcomes in different Forest School settings, findings can be generalised to an extent 
because ³ZHPRYHIURPRQHFDVHWRDQRWKHUQRWEHFDXVH they are descriptively similar, 
but because we have LGHDVWKDWFDQHQFRPSDVVWKHPERWK´(Pawson and Tilley, 1997, p. 
119).  
 
5.6.2 Data Collection Tools 
Data collection tools were designed to gather relevant data through multiple sources of 
evidence according to an effective case study design (Yin, 2009). Pawson and Tilley 
(1997) proposed that any method of gathering data is acceptable within a RE, as long as 
the tools are sufficient to gather relevant data which enable hypotheses raised in the RS 
about how a programme works to be tested. Although data gathering tools were multiple 
and designed to address the research questions, they are not without limitations, as 
discussed henceforth. 
 
5.6.2.1 Observations 
Multiple narrative observations were undertaken in order to focus deductively on the 
hypotheses raised in the RS, whilst also being open to inductive interpretation of new 
codes and themes (Braun and Clarke, 2006). Both groups (Year 10 and Year 11s) were 
observed for exactly the same amount of time (two days each) in order to draw equally 
from the pupil participants involved and avoid observer bias. It is recognised that using 
narrative tools means that a different observer would have been unlikely to have 
observed exactly the same behaviours as were recorded, so validity of the data may be 
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compromised. However, this could also happen if structured techniques were used and it 
was felt more important to be open to new codes and themes emerging.  
 
To limit the effects of observer selective memory, observations were written at the time 
and then coded shortly (within a week) afterwards. The quality of these observations 
would have been improved if more than one researcher had conducted observations, 
however this was beyond the scope of this study due to already demanding a high level 
of Forest School staff time for interviews. Further research into Forest School might 
wish to draw on both narrative and structured observation tools and observe towards the 
VWDUWRIWKH\RXQJSHRSOH¶V)RUHVW6FKRROH[SHULHQFHDVZHOODVODWHURQLQRUGHUWRGUDZ
some comparative observation data. 
 
5.6.2.2 Documentary Evidence 
This method of data gathering was useful to programme specification development 
because it set out some elements of how the programme works (e.g. through calculated 
risk assessments) and what skills young people could be expected to gain through 
attending (e.g. NOCN, 2013 assessment criteria). However, it is acknowledged that 
evidence from the documents should be checked via observational data as otherwise 
there is no guarantee that what is proposed by the documents is actually happening. 
Therefore, documentary analysis was used as part of triangulated data gathering but not 
as a sole source of evidence. Evidence from available documents (appendix 8.9) 
contributed to CMOC development in the final programme specification (appendix 
8.19) but was only included when data to support it had also been gained from other 
sources.  
 
5.6.2.3 Questionnaires  
Pawson (2006) suggested that some quantitative data can be used to support the 
understanding of programme outcomes and therefore a questionnaire was designed to 
attempt to gather this evidence. Programmes within education are often evaluated after 
they have started running (Cohen, Manion and Morrison, 2011) and therefore no pre-
intervention data was available for this case study group. This weakens the strength of 
the questionnaire measure, which asked adults who knew the young people well to 
consider how certain aspects of their development may have been impacted upon by the 
Forest School programme. In order to avoid leading participants to state positive 
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UHVSRQVHV &RKHQ 0DQLRQ DQG 0RUULVRQ  RSWLRQV WR UHFRUG µQR FKDQJH¶
µGHWHULRUDWLRQ¶DQGµGRQ¶WNQRZ¶ZHUHRIIHUHG 
 
Questionnaire data was used to gain some quantitative understanding of the level of 
change caused by Forest School, according to adults who knew the pupil participants 
well. Due to the retrospective nature of questionnaire administration, this data was not 
drawn upon in isolation to develop CMOCs as this may have reduced the validity of the 
findings. Instead, questionnaire data was used alongside other data collection tools to 
support CMOC development. Questionnaires enabled hypotheses about the outcomes of 
Forest School raised in the RS to be explicitly tested, such as the impact on the young 
SHUVRQ¶Vunderstanding of risk to support their development of confidence. If this study 
were replicated, it may be enhanced by a more controlled attempt to also gather pre 
programme outcome data through questionnaires. 
 
5.6.2.4 Interviews 
Two types of interview were used in this RE: semi structured and realist (RI). In any 
interview there is potential for misinterpretation and demand characteristics, where a 
participant aims to alter their responses to suit the requirements of the researcher 
(Robson, 2011). To avoid misinterpretation, both interviews were recorded and 
participants were given the opportunity to check and refine some of the responses they 
had given in the semi-structured interview during the RI. The researcher being 
embedded in research helped to limit misinterpretation through an ethnographic 
understanding of meaning. In order to avoid demand characteristics, participants were 
informed at the beginning of both interviews that they were being asked to reply 
honestly in order to develop a programme specification which focused on how the 
programme works, rather than whether or not it does. This change in focus seemed to 
enable participants to answer honestly (including offering comments on hindering or 
negative mechanisms), rather than inviting a defensive stance. 
 
The semi-structured interviews were conducted individually, but the RI was in a focus 
group due to the need to save time and enable more natural conversation to flow when 
discussing the second programme specification (Gray, 2004). Despite the concern that 
individual¶s views can become dominant in a group interview (Cohen, Manion and 
Morrison, 2011) this did not occur and each participant had the opportunity to 
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participate in group discussion as well as comment on and rank the programme 
specification individually (appendix 8.16; 8.17; 8.18). Gaining averages of the ranking 
assigned to each CMOC meant that the impact of any extreme views were reduced, 
although there was potential for some bias and skewed results as CMOCs were not 
ranked by all four participants, due to a need not to overwhelm people with the full data 
set (Thornbery, 2012).  
 
The final programme specification (appendix 8.19) would be more accurate if parents, 
pupils and teachers had also been involved in the RI and therefore been asked to 
comment on the developing programme theory. However, this would have required a 
great deal of time from these participants who may not have been able to comment on 
all aspects of the programme, so this idea was rejected in this RE in favour of targeting 
the Forest School staff who were more able to comment on all areas of the programme 
specification (Pawson and Tilley, 1997). 
   
5.6.3 Data Analysis 
Thematic analysis was used to develop codes and themes from all of the qualitative data 
gathered and the six steps proposed by Braun and Clarke (2006) were followed 
carefully in order to support accurate and thorough data analysis. Thematic analysis was 
selected in this evaluation because of its ability to analysis data inductively and 
deductively, a feature which was required in this RE where hypotheses from the 
literature required testing, while remaining open to new emerging themes. 
 
Data analysis would have been improved if more than one researcher had been involved 
in data gathering, coding the raw data and assigning themes to a group of codes. 
Although inter-rater reliability was sought to support mutual exclusivity of codes to 
themes, these participants were not familiar with the complex context of the programme 
so this may have compromised the accuracy of the process (Fereday, 2006). However, 
this process was sought to attempt to reduce the subjective impact of a single researcher 
conducting a full thematic analysis.  
 
It is also acknowledged that there is potential for subjective bias in the way codes and 
themes were mapped onto the developing programme specification. A single researcher 
decided whether codes related to features of the context, mechanism or outcome and 
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there is potential for error here, particular where contextual and mechanism factors are 
very similar, which can often be the case (Pawson and Tilley, 1997). In order to reduce 
this impact, each programme specification was reviewed at least three times to ensure 
GXSOLFDWLRQ KDGQ¶W RFFXUUHG $OVR WKH UHVHDUFKHU NHSW LQ PLQG 3DZVRQ DQG 7LOOH\¶V
(1997) advice about what constituted a C, M or O and the final programme specification 
was checked with critical friends familiar with RE. 
 
5.7 The Challenge of Real World Research 
It is acknowledged that research with real people in real world contexts can be complex 
and challenging (Robson, 2011). Although fortunately none of the case study 
participants were ill on the days arranged to observe or meet with them, occasionally 
other pupils at Forest School were absent on observation days, which might have altered 
the group dynamic observed. As previously mentioned, the research would have been 
strengthened with a greater number of pupil and parent participants. Oak School were 
very supportive of the research, for example they sent out consent and information 
IRUPVRQ WKH UHVHDUFKHU¶VEHKDOIDQGDOVR VHQWDQDGGLWLRQDO UHPLQGHU WH[WPHVVDJH WR
those who had not replied. However further participants did not come forward at this 
point and senior leaders at the school felt that if families had wanted to be involved they 
would have responses by this point, so further contact was not proceeded with due to the 
need to work ethically and avoid pressure to participate (BPS, 2010). Both sites (Oak 
6FKRRODQG&URZ¶V:RRGZHUHH[WUHPHO\ DFFRPPRGDWLQJ LQDOORZLQJ Whe researcher 
access to the site for research purposes. The heavy workload of all professionals meant 
that the researcher needed to be flexible about days and times to meet with people, 
however planning in advance made this possible.  
 
5.8 Implications of the Evaluation 
The implications of the current evaluation could be considered systemically 
(Bronfenbrenner, 1979) in that findings apply to individual, groups and organisations. 
Implications for individuals have been previously discussed, in that Forest School 
promote positive outcomes for young people who sustain their attendance on the 
programme, although outcomes do vary due to individual characteristics which impact 
upon engagement with the programme (Bozic and Crossland, 2012). At the group level, 
peer social relationships become more cohesive and new perspectives in relationships 
lead staff to attempt to change school teachers' perceptions of the young people. 
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Through familiarity with the Forest School ethos, teachers may be encouraged to reflect 
on their own approach to experiential learning (Kolb, 1984) and consider whether their 
approach is too adult directed, like teachers who questioned their practice after exposure 
to Forest School in Maynard (2007a).  
 
At the organisational level, the current UK government have been open about drawing 
on effective education in countries topping the league tables (DfE, 2011) and at least 
one of these countries promotes an experiential and outdoor approach (OFSTED, 2003). 
7KH8.¶VFXUULFXOXPUHIRUPVWDWHVWKDWWLPHshould be available within the school week 
to attend to non-curriculum demands (DfE, 2013). Therefore, teachers and senior 
leaders may be motivated to plan time within the curriculum where children are able to 
experience child led approaches throughout their education, as part of a balanced 
curriculum diet (Gill, 2011). 
 
Weekly or bi-weekly outdoor education (Udeskole) is occurring already in Denmark for 
some children aged up to 16, and more Danish schools are planning to adopt this 
approach (Bentsen et al, 2009). Therefore, an implication of this evaluation could be to 
encourage schools in the UK to provide regular child-led outdoor activities through 
Forest School for all young people, including those aged 14-16 with SEN. Another 
finding of this evaluation is that Forest School works differently for different young 
people. Therefore, if schools only have the resources to provide Forest School for 
limited groups, the findings of this evaluation might be helpful to aid their decision 
making about which young people might benefit more from a Forest School 
programme. This may help to ensure a high level of cost effectiveness in an education 
system with unfortunate finite financial resources. Although this research may support 
decision making about who may benefit from attending Forest School, the evaluation 
also supports the idHD RI µ)RUHVW 6FKRRO IRU $OO¶ .QLJKW D GXH WR WKH SRVLWLYH
effects found for all groups involved in Forest School so far. Swarbrick, Eastwood and 
Tutton (2004) also highlighted the need to make Forest School experiences more 
accessible and inclusive, and Participant B discussed plans to create a Forest School 
environment which allowed access for all. It is hoped that the evidence from this 
HYDOXDWLRQPLJKWWKHUHIRUHVXSSRUWWKHMRXUQH\RI)RUHVW6FKRROIURPµWKHFXVS¶WRPRUH
accepted educational practice in the UK (Knight, 2011b).  
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5.8.1 Implications of the Evaluation for Educational Psychologists (EPs) 
EPs have a diverse role within education, for example by working with young people 
aged 0-25 with SEN and contributing to whole school and local authority strategic 
development (Hoyos, 2012). Therefore, knowledge of evidence-based programmes and 
interventions, such as Forest School, which are designed to support young people and 
particularly those with SEN, is essential for an EP. EPs are in a position to offer advice 
and support to schools aiming to improve outcomes for their young people, and this 
evaluation might be accessed by EPs who subsequently disseminate the findings to 
schools they are working with.  
 
Additionally, the use of RE can be useful to EPs who are likely to undertake evaluations 
as part of their professional practice. Realistic evaluators understand that programmes 
³FRQWDLQFHUWDLQ LGHDVZKLFKZRUN IRUFHUWDLQVXEMHFWV LQFHUWDLQVLWXDWLRQV´ (Pawson 
and Tilley, 1997, p. 215). As EPs work within a real world context with heterogeneous 
groups of people, an evaluative framework which appreciates the impact individual 
differences can make may be helpful to EPs in gaining insight into how programmes 
work in particular situations. An RE provides outcome data but also be useful to other 
settings, which is an important role for a scientist-practitioner EP (Hoyos, 2012). 
 
5.9 Disseminating Findings and Further Research 
5HVHDUFK UHSRUWV ZHUH GHOLYHUHG WR &URZ¶V :RRG DQG 2DN 6FKRRO DGGUHVVHG WR Dll 
participants who contributed to the evaluation (pupils, parents, teachers, FSLs, TAs and 
the SLTs). Pupil-friendly summary versions were sent to the young people who were 
involved, via Oak School. The research reports were also sent to Local Authority (LA) 
EPS where the research was conducted, including the Principal and Senior EPs who 
agreed the research. A key reason for sending the research report to other EPs was so 
the findings could be disseminated to schools in the LA, via their link EP. This 
evalXDWLRQ ZLOO DOVR EH PDGH DYDLODEOH WR WKH )6$ WKURXJK WKHLU OLQNV ZLWK &URZ¶V
Wood. Publishing will be explored but the researcher is eager to present a paper to 
independent journals not associated with promoting any forms of outdoor education, in 
order to protect the interests of the research. 
 
 
 129 
Research into Forest School in the future would be enhanced through replication of a 
Forest School RE with a comparable participant group, to understand how applicable 
the programme specification from this RE is to other settings. Further research using pre 
and post outcome data would strengthen the understanding of Forest School outcomes, 
particularly if post data could be collected longitudinally. As Roe and Aspinall (2011a) 
also suggested, research which can quantitatively compare the behaviour of challenging 
pupils in Forest School and typical school would be helpful to further the understanding 
about the potential of Forest School to provide a restorative effect and the extent to 
which an Forest School outcomes can transfer into other settings.   
 
5.10 Summary 
This RE investigating how Forest School works for young people aged 14-16 with SEN 
found that, over time, features of the programme support young people to develop 
confidence, social skills, language and communication, motivation and concentration, 
physical skills and their knowledge, understanding of the world and independence. 
Improvements in the behaviour of young people experiencing emotional and 
behavioural needs were noted, as were more positive relationships between adults and 
pupils and a ripple effect, where skills gained at Forest School were noted in different 
contexts. As the study was also interested in understanding how the programme was 
supported and hindered in order for this information to be disseminated to other settings, 
enabling and hindering features were probed and subsequently emerged. Despite 
gathering and triangulating a large range of data within a RE framework, the study has 
limitations and further research is required into Forest School with different groups and 
longitudinally.  
 
Although this evaluation found some positive outcomes for young people engaged 
regularly in Forest School, it is not currently proposing that all children spend all week 
in a Forest School environment throughout their education. This study suggests that 
Forest School can bring out positive outcomes for some 14-16 year olds with SEN, and 
practitioners should use this evaluation and their knowledge of young people in their 
establishments to consider whether Forest School might be an appropriate alternative 
curriculum for those young people. The debate about the pros and cons of child-led vs. 
adult directed learning may continue (McManus, 2001), however what is being argued 
for here is a balanced approach (Gill, 2011). Given that the new curriculum suggests 
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there should be time within a school week for non-curriculum learning opportunities, 
schools should be encouraged to allow children some child-led opportunities during this 
time, particularly where children might be disengaging due to experiencing failure 
within an academic curriculum (Reed, 2005). The argument here is that Forest School 
can provide beneficial child-led outdoor learning experiences, as part of a broad and 
balanced curriculum (Gill, 2011).  
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Chapter 6. Conclusion 
 
6.1 Introduction 
The main conclusions of the thesis are presented here, particularly how the study 
addressed the research questions raised in the literature review. Personal reflections on 
WKH UHVHDUFK MRXUQH\ DUH DOVR RIIHUHG LQ UHODWLRQ WR WKH UHVHDUFKHU¶V LGHQWLW\ DQG
background discussed in chapter 1.   
 
6.2 Summary of Main Findings 
This study has outlined how Forest School can support positive outcomes for young 
people aged 14-16 with special educational needs (SEN). This study is the first to 
investigate the effects of Forest School for this participant group and the first to employ 
a Realistic Evaluation (RE) framework in order to structure the findings (Pawson and 
Tilley, 1997). Therefore, this evaluation adds to the existing Forest School evidence 
base in the UK. Research questions focused on identifying features of Forest School 
relating to the context, mechanisms and outcomes which explain how the programme 
works, through a lens of generative rather than linear causation (Pawson and Tilley, 
1997). Due to a high level of complexity within social programmes (Pawson, 2006) the 
research questions also attempted to identify the most important features, in order for 
the findings to be more useful and accessible to practitioners.  
 
Themes identified in the Realist Synthesis were supported by the Realistic Evaluation, 
although the quantity and quality of detail gained through observations, questionnaires 
and interviews in this study meant than the final programme specification was much 
more detailed that the first. Codes from the data linked to one of eleven final 
overarching themes, mostly relating to outcome features of Forest School, but also 
considering how features can promote or hinder programme success. Findings of this 
study support previous research which suggested that Forest School can support young 
SHRSOH¶V FRQILGHQFH VRFLDO VNLOOV ODQJXDJH DQG FRPPXQLFDWLRQ PRWLYDWLRQ DQG
concentration, physical skills, knowledge and understanding of the world and emotional 
well being. However, outcomes were varied and depended on certain contextual 
features of the programme, including what Forest School itself offers, the relationships 
between individuals on the programme and the individual characteristics of the young 
people attending. 
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The contribution of this study is twofold; firstly to contribute to the growing Forest 
School knowledge base and secondly to demonstrate further how Realistic Evaluation 
can be successfully applied to examine how and why a social and educational 
programme works. Educational Psychologists (EPs) work to promote inclusion and 
improve outcomes for young people with SEN (Hoyos, 2012), and this study would 
suggest that Forest School is a valid tool for promoting these aims. Therefore EPs need 
to be aware of the extent to which Forest School is used within their working locality 
and should then promote and support the programme for use by schools. The researcher 
plans to promote the use of Forest School to support young people aged 14-16 years old 
with SEN in other future settings, and will also use generative causation (Pawson and 
Tilley, 1997) as a tool to evaluate projects or programmes in future.  
 
6.3 Personal Reflections on the Research Journey 
$V RXWOLQHG LQ FKDSWHU  WKH UHVHDUFKHU¶V SHUVRQDO DQG SURIHVVLRQDO LQWHUHVWV LQ WKH
extent to which outdoor opportunities can support the development of children and 
young people was the driving force behind this research. It has been a privilege to have 
the opportunity to engage in evaluating this Forest School programme, and to meet 
people with a high level of insight into how this Forest School works. The scientific 
realist paradigm which provided the framework for this evaluation (Pawson and Tilley, 
1997) has metamorphosed the way in which the researcher views causation, and the 
complexity of social programmes.  
 
There was initial concern about the lack of quantitative outcome data gained in this 
VWXG\GXHWRWKHUHVHDUFKHU¶VEDFNJURXQGLQSRVLWLYLVWLQTXLU\+RZHYHUWKHILQGLQJVRI
this evaluation, which are in the form of multiple context +mechanism =outcome 
configurations (CMOCs), have provided arguably even more useful data. This is 
EHFDXVH 5HDOLVWLF (YDOXDWLRQ 5( DQVZHUV WKH TXHVWLRQ µZKDW LV LW DERXW WKLV
SURJUDPPH ZKLFK ZRUNV IRU FHUWDLQ SHRSOH XQGHU FHUWDLQ FRQGLWLRQV"¶ 3DZVRQ DQG
Tilley, 1997). Although outcome data cannot be generalised due to the small numbers of 
participants in the case study, information gained about features of the context which set 
up mechanisms for change and outcomes can be used by other settings working with 
similar participant groups seeking similar outcome patterns (Pawson, 2006).  
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Despite the useful and rich data gathered, the completion of this evaluation has been 
challenging. For instance, the overwhelming amount of data gathered was initially 
unexpected, and therefore a great deal of time was taken to analyse and refine the data 
in order to subsume it accurately and succinctly into a CMOC within each theme. The 
iterative process of refinement to ensure codes were matched correctly to context, 
mechanism or outcome features without duplication was onerous but reflected the 
unavoidable complexity of a social programme (Pawson, 2006). Therefore, despite the 
time taken to understand and implement a previously unfamiliar evaluation method, the 
quality of data in terms of richness, depth and detail of the findings made this journey 
entirely worthwhile. 
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Chapter 8. Appendix 
Appendix 8.1. Sources and Summaries of Papers from the Realist Synthesis 
 
Data 
base 
Author Summary Peer 
review 
G
o
o
g
le
 S
ch
o
la
r 
Murray 
(2003) 
A participatory evaluation was conducted in Wales with Forest 
School leaders using focus groups and structured observation charts 
of children in their settings. Six key outcomes for children were 
presented alongside ten factors which were deemed necessary for a 
successful Forest School. This research resulted in a self-appraisal for 
Forest School leaders to use as part of their practice and also to assess 
the degree to which the outcomes from this project in Wales applied 
WRRWKHUVHWWLQJVLQ(QJODQG2¶%ULHQDQG0XUUD\ 
No 
Massey 
(2004)  
A participatory case study over 1 academic year of 8 children aged 3-
4 years. Used structured observations, video recording and 
interviews. Highlighted key themes suggesting Forest School 
supports personal and social development, language, learning, 
appropriate risk taking and transferable skills. No control group used 
and anecdotal in nature.  
No 
Davis and 
Waite 
(2005) 
Reported findings of seven participant-researcher undergraduates in 
three Devon settings with Reception and Year 1 children. Relied on 
observation, interviews and questionnaire data to focus on social 
skills, play, language and cognitive development. Variations in 
programme delivery and effects were noted and positive outcomes 
were illustrated with quotes and observational data.  
No 
Borradaile 
(2006) 
Scottish research to understand more about whether the results of 
0XUUD\DQG2¶%ULHQDQG0XUUD\) apply to 
6FRWWLVKVHWWLQJVDQGKRZ)RUHVW6FKRROVXSSRUWV6FRWODQG¶VSULRULWLHV
for educational development. Findings suggest Forest School does 
support the Scottish agenda and Borradaile (2006) supports access for 
all children to the programme, although child views were not sought. 
No 
Maynard 
(2007a) 
Semi-structured interviews with 3 Forest School practitioners were 
conducted to find out their view of the aims of Forest School for 
children aged 3-5 years old. Findings suggest practitioners may over 
estimate impact on self-esteem and under-estimate capacity for 
environmental education.  
Yes 
Maynard 
(2007b) 
Discourse analysis was used to explore the discourses of two Forest 
School Leaders and two Teachers running a Forest School with n=16 
Reception aged children and n=9 5-7 year olds with additional needs. 
Pre, post and follow up interviews illuminateGWKHµEDWWOH¶EHWZHHQ
discourse of different professionals regarding the extent to which 
child should be allowed to take risks in the natural environment.  
Yes 
Lovell 
(2009a;b) 
a= PhD 
thesis 
b= Forestry 
Comm. 
Report 
This study recorded the physical activity of n=26 children aged 9-11 
at Forest School and in comparison to a typical school day. Children 
were significantly more active at Forest School in comparison to a 
normal school day, even when they had active lessons including 
Physical Education. However the measuring devices (accelerometers) 
sometimes failed and only one school context was investigated.  
No 
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Knight 
(2011b) 
First part of a thematic review of the contributions to her edited book 
(Knight, 2011a) where practitioners wrote about how Forest School 
has been adapted. An overlapping conceptual framework evolved. 
Yes 
Ridgers, 
Knowles 
and Sayers 
(2012) 
Focus group interviews with n=17 children aged 6-7 before and after 
D)RUHVW6FKRROSURJUDPPHZHUHFRQGXFWHGWRH[DPLQHFKLOGUHQ¶V
SHUFHSWLRQVRIQDWXUDOSOD\)RUHVW6FKRROH[WHQGHGFKLOGUHQ¶V
thinking of what natural play was and their knowledge of the natural 
ZRUOG7KHFKLOG¶VYRLFe was given priority in this study but other 
stakeholder views were not sought.  
Yes 
P
sy
ch
 I
n
fo
 
Swarbrick, 
Eastwood 
and Tutton 
(2004) 
The link between Forest School, self-esteem and learning was 
explored by administering questionnaires to 100 Forest School 
practitioners in Oxfordshire. The 29 respondents gave qualitative 
information about their view of the programme effects, including 
cases where extraordinary outcomes had occurred such as a child 
with speech problems speaking more clearly and confidently despite 
little improvement with intensive speech therapy. Although highly 
anecdotal, it provides information from those who are in a position to 
know about the effects and highlighted some challenges which need 
to be overcome when running a Forest School.  
Yes 
Waters and 
Begley 
(2007) 
The risk taking behaviours of two 4-year-old children in the same 
nursery were observed using a narrative observation technique on the 
playground and at Forest School. More positive and appropriate risk 
taking behaviour was observed at Forest School where the children 
were not reprimanded and rules were more consistent than on the 
playground. However, the small sample and selection based on pre-
determined risk taking characteristics meant that generalisation is 
difficult. 
Yes 
2¶%ULHQ
(2009) 
2¶%ULHQXVHGWKHGDWDJDWKHUHGLQ2¶%ULHQDQG0XUUD\
2006; 2007) to unpick in more depth how the environment and 
features of the programme influenced changes for the children 
involved. Out of the 8 themes identified in 2¶%ULHQDQG0XUUD\
2¶%ULHQORRNHGLQGHWDLODWWKUHHRIWKHP
motivation and concentration, social skills and new perspectives. This 
detail has helped form CMO configurations but only for the three 
themes explored, with no justification for why these were selected out 
of the eight. 
Yes 
W
eb
 o
f 
K
n
o
w
le
d
g
e Roe and 
Aspinall 
(2011b) 
The emotional responses of n=8 boys aged 10-ZLWKµH[WUHPH
EHKDYLRXUSUREOHPV¶ZHUHREVHUYHGRYHUPRQWKVDW Forest School. 
Results suggest that, over time, more positive affective responses 
were observed and there was also increased trust, social cohesion and 
explorative activity.  
Yes 
S
ci
en
ce
 D
ir
ec
t 
Roe and 
Aspinall 
(2011a) 
The restorative outcomes for n=18 11-year-old pupil were measured 
when at Forest School compared to indoors at school. Mood and 
ability to reflect on goals were examined and significant effects were 
seen in these areas, indicating a positive effect of Forest School. 
Pupils with initial UDWLQJVRIµSRRUEHKDYLRXU¶EHQHILWted the most. 
Yes 
2¶%ULHQDQG
Murray 
(2005; 
2006; 2007) 
This study was designed to understand the extent to which the 
findings of Murray (2003) applied to children in England. 
Participatory action research and appreciative inquiry of 24 children 
ages 3-9 over 8 months used observational data and interviews which 
Yes 
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N.B Medline and EmBase revealed no relevant research. All articles are full text; 
abstract only texts were not required.
led to 8 key outcome themes (an extension of the 6 themes from 
Murray, 2003). This offers rich qualitative data but failed to seek the 
FKLOG¶VYLHZ 
G
o
o
g
le
 
  
Vande-
walle 
(2010) 
Vandewalle (2010) offers a descriptive account of how Forest School 
is used in a primary school in Hertfordshire. All children (nursery to 
Year 6) access Forest School and the programme was evaluated 
through parental questionnaires and child interviews. Findings 
suggested children enjoyed and focused on the activities on offer and 
parents noted child enthusiasm about the programme. Vandewalle (a 
teacher in the school) noted ease of making curriculum links but key 
information including sample size and method of analysis was not 
reported.   
No 
Ritchie 
(2010) 
Ritchie (2010) reports on a London secondary school using Forest 
School as an alternative programme for pupils with SEN at risk of 
exclusion. Although highly anecdotal, Forest School staff felt it was 
good value for money due to yielding positive results and being 
relatively cheap to run once practitioners are trained. It was suggested 
that the programme reduced rates of exclusion and improved 
attendance. 
No 
Action for 
Children 
(2010) 
This is a case study account of a Forest School programme for young 
people involved with the Youth Offending Service and a Substance 
Misuse Service. Through discussions with the adults running the 
programme, it was suggested that the programme enhanced 
confidence and improved well-being. Incidents of behavioural 
aggression were reduced, although this relied on anecdotal 
information from staff. 
No 
Archi-
medes 
Training 
(2011a) 
The impact of Forest School was explored qualitatively for a small 
group (n=9) of pupils from a Pupil Referral Unit (PRU). Anecdotal 
evidence suggests that the programme had a positive effect on social 
development and behaviour and also fulfilled curriculum 
requirements. Five out of the six pupils wants to continue with Forest 
School after the year-long programme had finished.  
No 
Archi-
medes 
Training 
(2011b) 
A case study is provided of a short (14-week) Forest School 
programme for pupils from a special school. The information 
provided is extremely brief but Forest School leaders noted more 
positive social interactions within a three stage behavioural pattern; 
initially an acclimatisation phase followed by boundary testing and 
then more appropriate behaviour.  
No 
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Appendix 8.2 Realist Synthesis CMOCs (Programme Specification 1) 
An Initial Programme Specification derived from a Realist Synthesis of the Existing Literature 
 
)LUVWWLWOHRXWFRPHWKHPHVIURP2¶%ULHQDQG0XUUD\ 
1. Outcome - Confidence 
 
Context Mechanism Outcome Source 
Among natural resources in a 
woodland setting where adults 
model things children can 
make 
Child knows that creation is achievable (they 
have the materials and adults can help them to 
create)  
Young person achieves at something 
new Ȃ receives positive feedback about 
their achievements which make them 
more likely to attempt other projects 
independently in future. This develops 
a culture of enterprise 
 
ǯ
(2005) 
Massey (2004) 
Borradaile (2006) 
Sessions are regular and 
frequent, lasting throughout 
the school year 
Children have the time and space to become 
more at home in an unfamiliar environment & 
experience regular success 
Children demonstrate a greater self-
belief in their capabilities and are 
confident to try new activities 
ǯ
(2005) 
Knight (2011b) 
Ridgers, Knowles 
and Sayers (2012) 
Davis and Waite 
(2005) 
Children are taught routines 
for safe behaviour in the 
outdoors 
The routines become embedded and provide a 
framework for safe exploration 
Safe exploration enables confidence to 
be built through self-discovery 
ǯ
(2005) 
Children engage in child-led 
learning and choose from a 
diverse range of novel 
activities on offer set up by 
qualified FSL 
Children initiate their own play and learning Children are more likely to be 
confident to approach potentially 
challenging tasks 
ǯ
(2005) 
Murray (2003) 
Knight (2011b) 
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Exposure to risk of harm in the 
environment with adults who ǯǡǤǤ
tool use, proximity to fire 
Child must independently consider the 
risk/benefit and become more aware of the risk 
to their body 
Children more willing and able to take 
risks in their learning and throughout 
life 
Manyard (2007b) 
Massey (2004) 
Murray (2003) 
Knight (2011b) 
Waters and Begley 
(2007) 
Environment is physically 
away from the school 
Children know there are different rules and this 
allows a permissive risk taking ethos 
Children are more likely to take 
appropriate risks at Forest School 
(begins with physical and leads to 
intellectual risk taking) 
Waters and Begley 
(2007) 
High adult: child ratio means 
child can be supported on a 
task if required (e.g. building a 
shelter) 
Child learn skills and need less help next time Increased confidence in own ability 
and independence  
Massey (2004) 
Waters and Begley 
(2007) 
Manyard (2007a) 
 
2. Outcome - Social skills 
 
Context Mechanism Outcome Source 
Children are given freedom to 
play independently of adult 
intervention 
Children become more accustomed to 
working independently of adults and with 
other children 
Children negotiate effectively with each other 
to achieve group tasks and gain an increased ǯ 
 
ǯ
(2005) 
Massey (2004) 
Children are encouraged to 
work together on tasks that 
require more than one person 
(e.g. moving things) 
They begin to appreciate that more can be 
achieved in a pair or group and listen to 
each other 
ǯ 
demonstrate more pro-social, helpful 
behaviour  
ǯ
(2005) 
Massey (2004) 
Sharing of tools and/or 
resources 
Children realise the need to negotiate or 
work on tasks together 
Children relate positively to members of their 
peer group and develop sharing skills 
ǯ
(2005) 
Murray (2003) 
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Environment presents risk of 
being hurt, e.g. brambles could 
cause scratches or trips 
Children become more aware of the risks 
to themselves and others due to need to 
keep safe 
Children become more aware of others and 
help them avoid danger and build trusting 
relationships.  
Murray (2003) 
Waters and Begley 
(2007) 
Opportunities for teamwork Children see joint creations More likely to seek others in the future Ȃ 
teamwork becomes more natural 
Murray (2003) 
Roe and Aspinall 
(2011b) 
Children see the physical 
consequences of their actions  
Children become more aware of the 
consequences of their actions 
Children take more time to consider the 
consequences of their actions in future 
Borradaile (2006) 
Children have their basic 
needs met (food, water)  
Children are not preoccupied with 
meeting basic needs  
Children are able to focus on fulfilling needs 
for relationships leading to personal growth 
(Maslow, 1954) 
Davis and Waite 
(2005) 
Children are free to move 
around in the environment 
and choose their play and 
activities 
Children do not feel inhibited by rules and 
expectations 
Shy children engage and communicate with 
others more, at Forest School and in the 
classroom  
Davis and Waite 
(2005) 
Children can move around the 
environment and select their 
activities & peers to play with 
Children experience success working with 
different groups of pupils from the 
classroom environment 
New friendships are formed and pupils may 
have a different view of their peers 
Davis and Waite 
(2005) 
 
3. Outcome - Language and Communication 
Context Mechanism Outcome Source 
Opportunities for natural and 
spontaneous talk through play 
Children recognise the need to 
communicate their ideas to peers on 
practical issues and through play 
Children become better at cooperative play as 
they are more able to negotiate verbally with 
others to achieve group tasks 
ǯ
(2005) 
Davis and Waite 
(2005) 
Provides multi-sensory 
experiences/ real context for 
new vocabulary  
They are motivated to discuss the multi-
sensory experiences at Forest School 
Children become more confident at 
communicating with peers and adults and talk 
about their experiences at Forest School in 
other contexts (e.g. home and school). They 
ǯ
(2005) 
Massey (2004) 
Borradaile (2006) 
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use more eye contact.  Murray (2003) 
More variable and 
unpredictable situations than 
in a classroom  
Children are motivated to use more 
descriptive language to describe the 
unfamiliar environment 
Language skills are developed (verbal and 
written language). Questions become more 
specific  
ǯ
(2005)  
Massey (2004) 
Borradaile (2006) 
Culture of free speech and no Ǯǯ
answer 
ǯ
at if they say something wrong or silly 
Children speak more freely and naturally Ȃ 
frustration is reduced 
Ritchie (2010) 
Davis and Waite 
(2005) 
High ratios of adults to 
children 
Frequent opportunities for adults to 
extend child speech through narrating 
their activities or providing specific 
vocabulary  
Extended spoken sentences and enhanced 
vocabulary 
Davis and Waite 
(2005) 
 
4. Outcome - Motivation and Concentration 
Context Mechanism Outcome Source 
Opportunities for children to 
show responsibility (e.g. using 
knives) 
Child makes the choice to act 
responsibility and keep themselves and 
others safe 
Child is motivated to be responsible so keeps 
themselves and others safe and is allowed 
other opportunities in the future  
Borradaile (2006) 
Subjects on the school 
curriculum are set in a context 
that is distinct and different 
from a classroom 
Children are inspired to learn from an 
unfamiliar environment 
Children want to learn and continue going to 
Forest School 
ǯ
(2005) 
Learning opportunities are 
child-initiated allowing for 
imaginative, creative and 
explorative activities 
?  Children persevere for longer on projects they 
are involved in. They are keen to attend and 
get ready more quickly (as opposed to 
reluctantly).  
They share their success with adults and 
peers away from Forest School  
They are more imaginative and eager to 
ǯrien and Murray 
(2005) 
Massey (2004) 
Borradaile (2006) 
Murray (2003) 
Archimedes 
Training (2011) 
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explore Knight (2011b) 
Ridgers, Knowles 
and Sayers (2012) 
Roe and Aspinall 
(2011b) 
Focus on developing the whole 
child as part of the Forest 
School experience 
Children focus and concentrate for longer 
periods of time on tasks and issues that 
interest them 
Children demonstrate an increased 
knowledge of the environment. They are 
motivated to make sense of their 
surroundings and learn more  
ǯ
(2005) 
Activities may have a large or 
small group element 
Children have opportunities to be the 
leader 
Increases motivation to take part Massey (2004) 
Children are out in all 
weathers (dressed 
appropriately) on a regular 
basis 
Children come to feel safe in the 
environment and learn to take steps to 
look after themselves (wearing coats 
when cold) 
Children feel comfortable to engage with the 
Forest School environment and weather is no 
longer a barrier to play 
Massey (2004) 
Murray (2003) 
Ridgers, Knowles 
and Sayers (2012) 
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5. Outcome - Physical Skills 
 
Context Mechanism Outcome Source 
The environment provides 
challenges which need 
overcoming, such as walking 
over rough terrain 
Gross motor control is required to work 
within the environment 
Increased gross motor control ǯ
(2005)  
Swarbrick, 
Eastwood and 
Tutton (2004) 
Children are required to 
handle tools and natural 
resources 
In the pursuit of a task or goal at Forest 
School, children have the opportunity to 
make use of their fine motor skills and 
coordination 
Improvements to fine motor stamina and 
control 
ǯ
(2005) 
Children use physical skills 
continually in the Forest 
School environment 
Continual physical feedback and exercise Children acquire physical skills (such as 
strength, balance). They become fitter and 
begin to show more awareness of the space 
around them and become more physically 
self-reliant. 
ǯ
(2005) 
Lovell (2009a/b) 
 
6. Outcome - Knowledge and Understanding 
 
Context Mechanism Outcome Source 
Children are exposed to 
natural processes and 
features of a wild outdoor 
space 
Children engage with the world around 
them and become more aware over time  
Knowledge is gained and retained about flora 
and fauna 
ǯ
(2005) 
Murray (2003) 
Manyard (2007a) 
Ridgers, Knowles and 
Sayers (2012) 
Learning is predominantly 
child-initiated and elements 
Children are eager to discover things for 
themselves and they acquire an innate 
Children learn and recall new facts about the 
natural environment 
ǯ
(2005) 
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of the curriculum are 
presented in a practical 
context 
motivation to learn Children are keen for their parents to take Ǯǯ
share their knowledge 
Children have time and space 
to consider problems 
? Children take time over solving problems 
and are more likely to be successful 
Manyard (2007a) 
Swarbrick, Eastwood 
and Tutton (2004) 
Borradaile (2006) 
Knight (2011b) 
Exposure to curriculum areas 
of maths, science, literacy 
and language in real-life 
context 
Ǯǯ
time Ȃ abstract concepts become 
concrete  
Children retain knowledge and develop a 
healthy attitude towards learning 
Manyard (2007) 
Borradaile (2006) 
Murray (2003) 
Child have opportunities to 
create in the natural 
environment 
? Creative thinking is enhanced Borradaile (2006) 
Young people are exposed to 
changes in a natural 
environment over time and 
can see the effects they have 
on it (e.g. plants 
growing/clearing brambles)  
Children take care to note changes and 
may purposefully watch something over 
time 
ǯ
awareness of the world improves.  
Murray (2003) 
Opportunities for skills and 
knowledge gained at Forest 
School to be linked to other 
contexts (school/home) e.g. 
writing about FS 
? Skills, knowledge and understanding are 
transferred into other contexts 
Murray (2003) ǯ
(2005) 
Ridgers, Knowles and 
Sayers (2012) 
Skilled adults show children 
how to complete tasks when 
are they are interested in 
Children see the skills as useful to them 
and learn the importance of listening 
Children learn the skill to a level of 
maintenance and listening skills improve 
Vandewalle (2010)  
Murray (2003) 
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knowing  
Practical skill development is 
made more explicit by adults 
and is more observable to 
children than social 
development 
Young people see Forest School as 
primarily for gaining practical skills 
Young people focus on developing practical 
skills and this dominates their experience of 
Forest School 
Davis and Waite 
(2005) 
 
 
 
 
 
7. Outcome - New Perspectives 
Context Mechanism Outcome Source 
Pupils and teachers interact 
in an outdoor environment 
away from the classroom 
Pupils and teachers get a better 
understanding of each other and develop 
trust 
Positive and lasting relationships/friendships 
are formed. High quality interactions occur 
and practitioners gain a better understanding 
of the children (e.g. individual learning 
styles).  
 
ǯ
(2005) 
Swarbrick, 
Eastwood and 
Tutton (2004) 
Roe and Aspinall 
(2011b) 
Pupils and teachers in same 
outdoor environment 
Pupils and teachers face the same 
challenges, e.g. coping with adverse 
weather 
Relationships are ultimately more positive 
and understanding 
 
ǯ
(2005) 
There are opportunities to 
assess children in a 
different way 
Adults see strengths which are not drawn 
out in the classroom 
Adults have a more positive view and wider 
expectations  
ǯ
(2005) 
Massey (2004) 
Borradaile (2006) 
Murray (2003) 
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8. Outcome - Ripple effects 
Context Mechanism Outcome Source 
Opportunities for staff not 
normally associated with 
Forest School to observe 
A different attitude from external 
practitioners towards the children 
Positive changes in relationships and better ǯ ǯ(2005) 
Opportunities for 
demonstration of skills and 
knowledge in different 
contexts, to parents and 
other adults 
Parents take more interest in Forest School ǯ Children grown in self-esteem from having their achievements valued by their parents. 
Families visit woodland settings more often.  
ǯ
(2005) 
Swarbrick, 
Eastwood, Tutton 
(2004) 
 
 
9. Outcome Ȃ Emotional Well-being & Behaviour 
Context Mechanism Outcome Source 
Regular access to a 
woodland environment 
Environment has a calming restorative 
effect on the young people 
ǯȋ
measured by stress, energy, anger and 
hedonic tone)  
Roe and Aspinall 
(2011a) 
Offers a different 
environment for pupils with 
conflict at home 
Enables children to have a different focus 
(non-effortful attention) 
Enhances resilience by reducing the impact of 
conflict in the home 
Murray (2003) 
Opportunities for repetitive 
physical activity, e.g. 
whittling sticks, hitting 
sticks 
Ǯǯ
emotional state and release adrenaline 
Children use coping strategies to deal with 
anger so reduce episodes of challenging 
behaviour 
Murray (2003) 
Roe and Aspinall 
(2011a) 
Pupils are involved in 
creating the rules and can 
see why those rules are in 
place (safety reasons) 
Young people understand the rules and 
boundaries and the reasons for them make 
sense 
Children follow the rules of the setting and 
feel safe and calm. Fewer exclusions occur 
and attendance improves.  
Murray (2003) 
Archimedes Training 
(2011a) 
Ritchie (2010) 
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10. Hindering Factors  
 
Context Mechanism Outcome Source 
Bad weather conditions ǯ	 Forest School is cancelled or staff are not ǯ
much 
Swarbrick, 
Eastwood and 
Tutton (2004)  
The rules at Forest School 
are different to school and 
staff may allow behaviours 
which would not be 
acceptable in school 
Some members of staff consider Forest 
School to be inappropriate due to children 
having little consistency in terms of 
behavioural expectations 
Tension is caused between Forest School staff 
and school staff which may threaten the ǯ Davis and Waite (2005) 
Environment is new and 
some children may lack 
experience in a woodland 
setting 
Children might feel frightened of the risks 
at Forest School (e.g. using knives and 
lighting fires) and the lack of visible 
boundaries  
Children experience a negative emotional 
response (fear) and may not want to attend 
Forest School 
Davis and Waite 
(2005) 
 
 
Future development: 
Access for wheelchair users (Swarbrick, Eastwood and Tutton, 2004).  
Need for policy makers to have a strategic overview and plan of how Forest School will be used (Borradaile, 2006) 
Children benefit from more than 14-weeks of the programme (Archimedes Training, 2011) 
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Appendix 8.3 Ethics Committee Approval  
 
 
Dear Laura Southall, 
 
Ethics Committee Review 
 
7KDQN\RXIRUVXEPLWWLQJDQDFFRXQWRI\RXUSURSRVHGUHVHDUFKµUsing Realistic 
Evaluation to HYDOXDWH³)RUHVW6FKRROʦZLWK\RXQJSHRSOHDWWHQGLQJVSHFLDOLVW
VHFRQGDU\SURYLVLRQ¶ 
 
That research has now been reviewed, to the extent that it is described in your 
submission, we are pleased to tell you it has met with the &RPPLWWHH¶VDSSURYDO 
 
However: 
 
Please note the following comments from our reviewers; 
 
1. The Information Sheet and Consent form should both be on Headed paper - either 
University headed paper, or (employing) Local Authority headed paper. Both should 
include full contact details for the researcher, and for both University and Local 
Authority supervisors. 
 
2. Also - a small point - would it not be the case that data would be securely stored 
for 'a period of time' (i.e. 'x' years) before being deleted, rather than being 'deleted 
once the research has been written up' (I presume this means once the thesis has 
been completed - data will, of course, be important in the subsequent writing up of 
the research for publication).  
 
Final responsibility for ethical conduct of your research rests with you or your 
supervisor.  The Codes of Practice setting out these responsibilities have been 
published by the British Psychological Society and the University Research Ethics 
Committee. If you have any concerns whatever during the conduct of your research 
then you should consult those Codes of Practice. 
 
Independently of the Ethics Committee procedures, supervisors also have 
responsibilities for the risk assessment of projects as detailed in the safety pages of 
the University web site. Ethics Committee approval does not alter, replace, or 
remove those responsibilities, nor does it certify that they have been met. 
 
Yours sincerely 
 
Dr Alan Sunderland 
Chair, Ethics Committee 
 
 
 
 
 
 
 
 
 
 163 
      Appendix 8.4 Information Sheets and Consent Forms 
 
INFORMATION SHEET ± FOREST SCHOOL RESEARCH (parents/young people) 
 
Dear Parent, 
 
I am a Trainee Educational Psychologist at the University of Nottingham, undertaking a 
research study on Forest School whilst on placement with X County Council. The study will 
form part of my course requirements, whilst being of interest to me and the Local Authority. 
'XHWR\RXUFKLOG¶VSDUWLFLSDWLRQDW)RUHVW6FKRRO,DPZULWLQJWRDVNIRUFRQVHQWIRU\RXU
child to be involved in this study, which aims to understand the effects of Forest School on 
\RXQJSHRSOH¶VGHYHORSPHQW 
 
ThroXJKSDUWQHUVKLSZLWK2DN6FKRRODQG&URZ¶V:RRG, I aim to gain the views of your child, 
yourselves, teaching staff and Forest School leaders about how Forest School may have 
brought about any changes for your child. I aim to collect information through attending Forest 
School sessions, informally speaking with your child and giving questionnaires to school staff, 
Forest School staff and yourselves. The questionnaires will be no longer than two pages and 
the discussion with your child will be at Forest School alongside the activities, taking no 
longer than 20 minutes.  
 
As you will be aware, Oak School will be moving to a new site which will have its own Forest 
School. This research will therefore aim to help develop that site through knowing what the 
key factors for a Forest School are. 
 
If you are happy for your child to participate in this study, please sign and return the consent 
form attached as soon as possible (before 30
th
 April 2013, please). I would also be very grateful 
if you could discuss this with your child and ask them to sign the letter if they agree to be 
LQYROYHG,ZRXOGOLNHWRXVHSKRWRJUDSKVLQWKHUHSRUWZULWHXSWRµEULQJWKHVWXG\WROLIH¶DQG
record what your child says at Forest School to ensure I gain their views accurately, however I 
will only do this with your explicit consent. All of the information I gather will be kept 
confidential, anonymous and in a locked place during the study. Any recordings of your child 
will be deleted once the study has been written up and the questionnaires and any notes from 
observing at Forest School will also be destroyed after 2 years. 
 
If you allow your child to participate, you still have the right to withdraw them from the study 
DWDQ\WLPHZLWKRXWJLYLQJDUHDVRQ$OORI\RXUFKLOG¶VLQIRUPDWLRQwill be confidential and 
names will not be included in the final report write up. The finished results of the study will be 
made available to you and the school. 
 
If you require any further information on the study, please feel free to contact me or my 
supervisors, using the details given below. 
 
Thank you in anticipation, 
 
Yours sincerely, 
 
Laura Southall. 
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CONSENT FORM (parents/young people)  
 
8VLQJ5HDOLVWLF(YDOXDWLRQWRHYDOXDWHµ)RUHVW6FKRRO¶ZLWK\RXQJSHRSOHDWWHQGLQJVSHFLDOLVW 
secondary provision. 
 
Investigators: Laura Southall and Dr Nick Durbin 
School of Psychology, University of Nottingham. 
 
Please circle as appropriate. 
 
Have you read and understood the participant information sheet?                        YES/NO 
 
Have you been given an opportunity to ask questions and discuss the study?       YES/NO 
 
Have any questions been answered satisfactorily?                 NOT APPLICABLE/YES/NO 
 
Have you received enough information about the study?                                  YES/NO 
 
Do you understand that you are free to withdraw your child from the study: 
        at any time?                       YES/NO 
                                     without giving a reason?                       YES/NO 
 
Do you agree to your child taking part in this study?                                               YES/NO 
 
Does your child agree to take part in this study?                                                      YES/NO 
 
In order to bring the Forest School experience to life when reporting the results, 
I would like to include photographs of the site and activities on offer. 
Do you consent to photographs of your child engaging in activities at Forest 
School to be included: 
                                                                 in my research write-up?                               YES/NO 
                                                                 in other publications?                                    YES/NO  
If you child agrees to speak to me about Forest School, do you give consent  
for this to be recorded?                                                                                                YES/NO 
 
'R\RXDJUHHWR\RXUFKLOG¶VWHDFKHUFRPSOHWLQJD questionnaire about any  
changes they have seen since beginning Forest School? Any completed  
questionnaires will be made anonymous, locked away and destroyed after analysis.   YES/NO                          
     
 
³7KLVVWXG\KDVEHHQH[SODLQHGWRPHWRP\VDWLVIDFWLRQDQG,DJUHHWKDWP\FKLOGDQG,ZLOOWDNH
part. I understand that I am free to witKGUDZFRQVHQWDWDQ\WLPH´ 
 
(Parent) 
Signature:      Date: 
Name: 
 
(Young person) 
Signature:     Date: 
Name: 
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INFORMATION SHEET ± FOREST SCHOOL RESEARCH (teaching staff) 
 
Dear Sir/Madam, 
 
I am a Trainee Educational Psychologist at the University of Nottingham, undertaking a research 
study on Forest School whilst on placement with X County Council. The study will form part of my 
course requirements, whilst being of interest to me and the Local Authority. Due to your involvement 
with the education of the young people accessing Forest School, I am writing to ask for your consent 
to be involved with this study, which aims to understand the effects of Forest School on their 
development. 
 
Through SDUWQHUVKLSZLWK2DN6FKRRODQG&URZ¶V:RRG, I aim to gain the views of the young person, 
their parents, yourselves and the Forest School leaders about how Forest School may have brought 
about any changes for the young people. I aim to collect information through attending Forest School 
sessions, informally speaking with the young person and giving questionnaires to parents, Forest 
School staff and yourselves. The questionnaires will be no longer than two pages and the discussion 
with the young person will be at Forest School alongside the activities, taking no longer than 30 
minutes. 
 
As you will be aware, Oak School will be moving to a new site which will have its own Forest 
School. This research will therefore aim to help develop that site through knowing what the key 
factors for a Forest School are. 
 
If you are happy to participate in this study, please sign and return the consent form attached as soon 
as possible (before 28
th
 March, please). During the study, the questionnaires will be made anonymous, 
confidential and kept in a locked filing cabinet. Once the research is written up the questionnaires will 
be destroyed and all data will be reported anonymously. I will only ask you to fill in a questionnaire 
about a young person if their parents have given explicit consent for this. 
 
Even if you consent to participating now but do not want to fill in the questionnaires once you receive 
them you can withdraw from the study at any time without giving a reason. The finished results of the 
study will be made available to you and the school. 
 
If you require any further information on the study, please feel free to contact me or my supervisors 
using the details given below. 
 
Thank you in anticipation, 
 
Yours sincerely, 
 
Laura Southall. 
 
Doctorate in Educational Psychology Student      
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CONSENT FORM (staff)  
 
8VLQJ5HDOLVWLF(YDOXDWLRQWRHYDOXDWHµ)RUHVW6FKRRO¶ZLWK\RXQJSHRSOHDWWHQGLQJVSHFLDOLVW
secondary provision. 
 
Investigators: Laura Southall and Dr Nick Durbin 
School of Psychology, University of Nottingham. 
 
Please circle as necessary. 
 
Have you read and understood the participant information sheet?                        YES/NO 
 
Have you been given an opportunity to ask questions and discuss the study?       YES/NO 
 
Have any questions been answered satisfactorily?                 NOT APPLICABLE/YES/NO 
 
Have you received enough information about the study?                    YES/NO 
 
Do you understand that you are free to withdraw from the study: 
        at any time?                        YES/NO 
                                     without giving a reason?                       YES/NO 
 
Do you agree to taking part in this study, by completing a short questionnaire?  YES/NO                                   
 
 
 
³7KLVVWXG\KDVEHHn explained to me to my satisfaction, and I agree that I will take part. I 
XQGHUVWDQGWKDW,DPIUHHWRZLWKGUDZFRQVHQWDWDQ\WLPH´ 
 
(Staff) 
Signature:      Date: 
 
 
Name: 
 
 
 
 
 
 
 
 
 
 
(Researcher use only) 
,KDYHH[SODLQHGWKHVWXG\WR«««««««««««DQGthey have given their informed 
consent to participate. 
 
Signature of researcher:    Date: 
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CONSENT FORM (senior staff)  
 
8VLQJ5HDOLVWLF(YDOXDWLRQWRHYDOXDWHµ)RUHVW6FKRRO¶ZLWK\RXQJSHRSOHDWWHQGLQJVSHFLDOLVW
secondary provision. 
 
Investigators: Laura Southall and Dr Nick Durbin 
School of Psychology, University of Nottingham. 
 
Please circle as necessary. 
 
Have you read and understood the participant information sheet?                            YES/NO 
 
Have you been given an opportunity to ask questions and discuss the study?          YES/NO 
 
Have any questions been answered satisfactorily?                  NOT APPLICABLE/YES/NO 
 
Have you received enough information about the study?     YES/NO 
 
 
Do you agree to allow the researcher access to the site in order to distribute consent forms, 
questionnaires and to observe and interview the young people?    YES/NO 
 
 
 
³7KLVVWXG\KDVEHHQH[SODLQHGWRPHWRP\VDWLVIDFWLRQDQG,DJUHHWKDW,ZLOOWDNHSDUWDQGJUDQW
Laura Southall access to participants, pending their consent. I understand that I am free to withdraw 
FRQVHQWDWDQ\WLPH´ 
 
(Staff) 
Signature:      Date: 
 
 
Name: 
 
 
 
 
(Researcher use only) 
,KDYHH[SODLQHGWKHVWXG\WR«««««««««««DQGWKH\KDYHJLYHQWKHLULQIRUPHG
consent to grant access. 
 
Signature of researcher:    Date: 
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Appendix 8.5 Treatment Validity Checklist for the Case Study Forest School 
Principle 1 Notes from observation and discussion 
with Forest School leaders on 22
nd
 May 
2013 
Principle 1: Forest School is a long-term process of frequent and 
regular sessions in a woodland or natural environment, rather than a 
one-off visit. Planning, adaptation, observations and reviewing are 
integral elements of Forest School. 
Principle met ± see notes below. 
)RUHVWSchool takes place regularly, ideally at least every other week, 
with the same group of learners, over an extended period of time, if 
practicable encompassing the seasons. 
Each pupil attends Forest School for a full day every 
week of term time. The Year 11 students have done this 
for almost two academic years and the Year 10 students 
for one. 
 
$)RUHVW6FKRROSURJUDPPHKDVDVWUXFWXUHZKLFKLVEDVHGRQWKH
observations and collaborative work between learners and practitioners. 
This structure should clearly demonstrate progression of learning. 
I saw the Forest School leaders and pupils collaborative 
decide upon the activities to do that day. This was partly 
EDVHGXSRQWKHOHDUQHU¶VRZQLQWHUHVWVDQGSDUWO\
recommendations of the adults about what needed doing 
in order to maintain the site.  
7KHLQLWLDOVHVVLRQVRIDQ\SURJUDPPHHVWDEOLVKSK\VLFDODQG
behavioural boundaries as well as making initial observations on which 
to base future programme development. 
Forest School leaders spend time in the initial sessions 
setting boundaries and discussing health and safety. 
They are consistent in that if pupils are unsafe with 
tools, for example, they are not able to use them until 
they can demonstrate safe use. The Forest School 
leaders use these sessions to decide which OCN 
modules would be most appropriate, and ask the pupils 
for their view on this.  
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Principle 2 Notes from observation/discussion on 
22nd May 2013 
Principle 2: Forest School takes place in a woodland or natural 
wooded environment to support the development of a relationship 
between the learner and the natural world. 
Principle met Ȃ see notes below and photographs. 
:KLOVWZRRGODQGLVWKHLGHDOHQYLURQPHQWIRU)RUHVW6FKRROPDQ\
other sites, some with only a few trees, are able to support good Forest 
School practice. 
This Forest School is set within approximately 100 
acres of mature and new woodland. Many varieties of 
tree exist here, enabling the pupils to learn about the 
properties and uses of these trees. 
The pupils often used hazel, willow and silver birch 
for their projects.  
$)RUHVW6FKRROSURJUDPPHFRQVWDQWO\PRQLWRUVLWVHFRORJLFDOLPSDFW
and works within a sustainable site management plan agreed between the 
landowner/ manager, the forest school practitioner and the learners. 
I observed the learners being asked by the Forest 
School leaders how they wanted their site to look. As 
the woodland is so large, each group can have their 
own site which is not accessed by other people. The 
Forest School leaders make the pupils aware of their 
ecological impact and the pupils engage with this by 
picking up their litter, for example. They adhere to a 
long-term site management plan.  
)RUHVW6FKRROXVHVQDWXUDOUHVRXUFHVIRULQVSLUDWLRQWRHQDEOHLGHDVDQG
to encourage intrinsic motivation.  
I saw wood being used for a variety of purposes 
including making a model pig, making a birdbox and 
peeling for firewood. The whole group worked 
together on the model pig idea to achieve their goal. 
7KHZRRGODQGLVLGHDOO\VXLWHGWRPDWFKWKHQHHGVRIWKHSURgramme Learners have access to a large woodland space 
which they are trusted to explore and discover 
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and the learners, providing them with the space and environment to 
explore.  
independently. The woodland environment enables 
the programme criteria to be met, including the OCN 
criteria. 
 
)RUHVW6FKRRODLPVWRIRVWHUDUHODWLRQVKLSZLWKQDWXUHWKURXJKUHJXODU
personal experiences in order to develop long-term, environmentally 
sustainable attitudes and practices in staff, learners and the wider 
community. 
Staff model environmentally sustainable attitudes 
and an appreciation of natural resources. The 
environment enables the young people to have 
regular experiences in nature. 
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Principle 3 Notes from observation/discussion on 
22nd May 2013 
Principle 3: Forest School aims to promote the holistic development 
of all those involved, fostering resilient, confident, independent and 
creative learners 
Principle met Ȃ see notes below 
:KHUHDSSURSULDWHWKH)RUHVW6FKRROOHDGHUZLOODLPWROLQN
experiences at Forest School to home, work and /or school education 
Pupils undertake work in school drawing on their 
experiences at Forest School, for example art work 
and writing. Pupils have been known to make articles 
at Forest School such as chairs and bird boxes for 
family members. 
)RUHVW6FKRROSURJUDPPHVDLPWRGHYHORSZKHUHDSSURSULDWHWKH
physical, social, cognitive, linguistic, emotional, social and spiritual 
aspects of the learner 
Pupils are physically active and engage appropriately 
with their peers. They have been heard using 
environmentally Ȃ specific language and also 
language which requires detailed explanation and 
subject-specific terminology, particularly maths and 
science. When upset, pupils can be left to reflect 
quietly and speak to an adult if they would like, with 
the time to do this and space away from other 
learners who may have become disrupted in a 
classroom environment. I noted that the Forest 
School leaders were committed to developing the ǯ
them the answers to questions or doing things for 
them.  
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Principle 4 Notes from observation/discussion 
on 22nd May 2013 
Principle 4: Forest School offers learners the opportunity to take 
supported risks appropriate to the environment and to themselves. 
Principle met Ȃ see notes below 
)RUHVW6FKRRORSSRUWXQLWLHVDUHGHVLJQHGWREXLOGRQDQLQGLYLGXDO¶VLQQDWH
motivation, positive attitudes and/or interests. 
Pupils have the opportunities to direct their own 
learning according to their interests and 
motivation. Forest School leaders support this by 
modelling techniques or activities. 
)RUHVW6FKRROXVHVWRROVDQGILUHVRQO\ZKHUHGHHPHGDSSURSULDWHWRWKH
learners, and dependent on completion of a baseline risk assessment. 
At the beginning of the term there is a meeting 
between school and the environmental center to ǯ
needs and the Forest School site. Risk assessments 
are in place for fire and tool use, amongst other 
activities.  
$Q\)RUHVW6FKRROH[SHULHQFHIROORZVD5LVN±Benefit process managed 
jointly by the practitioner and learner that is tailored to the developmental 
stage of the learner. 
Forest School leaders manage risk-benefit while in 
the wood and formally through risk-benefit 
analyses (see associated documents in appendix). 
For example, KS2 learners have only recently 
started using fire as it was deemed unsafe initially. 
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Principle 5 Notes from observation/discussion 
on 22nd May 2013 
5. Forest School is run by qualified Forest School practitioners who 
continuously maintain and develop their professional practice. 
Principle met Ȃ see notes below 
)RUHVW6FKRROLVOHGE\TXDOLILHG)RUHVW6FKRROSUDFWLWLRQHUVZKRDUH
required to hold a minimum of an accredited Level 3 Forest School 
qualification.  
Both Forest School Leaders have completed Level 
3 Forest School leader training. They both also 
hold a food hygiene certificate and paediatric first 
aid.  One Forest School leader is continuing his 
professional development through a Bushcraft 
course. Another has an advanced positive handling ǯ
Forest School.  
 
7KHUHLVDKLJKUDWLRRISUDFWLWLRQHUDGXOWVWROHDUQHUV For the Year 11 group, there is a ratio of 2 adults: 5 
learners. 
For the Year 10 group, there is a ratio of 3 adults: 5 
learners. 
3UDFWLWLRQHUVDQGDGXOWVUHJXODUO\KHOSLQJDW)RUHVW6FKRol are subject to 
relevant checks into their suitability to have prolonged contact with 
children, young people and vulnerable people. 
All adults present have up to date CRB checks. 
3UDFWLWLRQHUVQHHGWRKROGDQXS-to-date first aid qualification, which 
includes paediatric (if appropriate) and outdoor elements. 
See above Ȃ both Forest School leaders have up to 
date Paediatric first aid qualifications.  
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7KH)RUHVW6FKRROOHDGHULVDUHIOHFWLYHSUDFWLWLRQHUDQGVHHVWKHPVHOYHV
therefore, as a learner too.͒  
Both Forest School leaders were interested in 
developing their skills, both with working in a 
woodland environment and with children who 
have additional needs. They will undertake their 
own projects at Forest School and discuss any 
issues they are having with the pupils as they go 
along.  
)RUHVW6FKRROLVEDFNHGE\UHOHYDQWZRUNLQJGRFXPHQWVZKLFKFRQWDLQDOO
the policies and procedures required for running Forest School and which 
establish the roles and responsibilities of staff and volunteers. 
All paperwork is in place. 
 
See documents in appendix for examples. 
 
 
 
 
Principle 6 Notes from observation/discussion 
on 22nd May 2013 
6. Forest School uses a range of learner-centred processes to create a 
community for development and learning 
Principle met Ȃ see notes below 
$OHDUQHU-centred pedagogical approach is employed by Forest School 
that is responsive to the needs and interests of learners. 
Learners are not pressured into any activity, but 
staff create a culture of motivation and interest 
through working on effective and inspiring 
projects themselves. 
7KH3UDFWLWLRQHUPRGHOVWKHSHGDJRJ\ZKLFKWKH\SURPRWHGXULQJWKHLU Forest School leaders see themselves as learning 
partners who are open to developing trusting 
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programmes through careful planning, appropriate dialogue and 
relationship building. 
relationships with the young people. This is 
evident in the way in which they speak to them, 
often using humour. Both Forest School leaders 
put great emphasis on the importance of 
relationship building.  
3OD\DQGFKRLFHDUHDQLQWHJUDOSDUWRIWKH)RUHVW6FKRROOHDUQLQJSURFHVV
and play is recognised as vital to learning and development at Forest 
School. 
Young people were seen playing with a rope swing 
in the woodland. 
)RUHVW6FKRROSURYLGHVDVtimulus for all learning preferences and 
dispositions. 
The availability of the natural environment an 
choice in activities enables all learning preferences 
to be catered to. The Forest School leader attached 
to the school talked about wanting to extend the 
experience for all pupils, including those with 
physical disabilities.  
5HIOHFWLYHSUDFWLFHLVDIHDWXUHRIHDFKVHVVLRQWRHQVXUHOHDUQHUVDQG
practitioners can understand their achievements, develop emotional 
intelligence and plan for the future. 
Each session contained opportunities to reflect on 
their achievements so far. Plans for the future 
were discussed, in relation to the young people 
currently attending Forest School and those who 
had since left. 
3UDFWLWLRQHUREVHUYDWLRQLVDQLPSRUWDQWHOHPent of Forest School 
SHGDJRJ\2EVHUYDWLRQVIHHGLQWRµVFDIIROGLQJ¶DQGWDLORULQJH[SHULHQFHVWR
learning and development at Forest School.  
Forest School leaders spent time observing the 
young people during their activities. This can 
occur independently or together, in order to 
triangulate their observations. They report on 
their engagement after each session. 
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Appendix 8.6 Framework used - Purpose of Piloting Semi-Structured 
Interviews 
 
1. 
2. 
3. 
4. 
 
5. 
6. 
Are the questions accessible and understandable? 
Are the questions leading? 
Have I missed any key areas of development? 
Are there clear links between the questions and areas of development 
of interest? 
Are all questions open? 
+RZDUHWKHUHVHDUFKHU¶VLQWHUYLHZLQJVNLOOV" 
Were you made to feel comfortable and informed? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 177 
Appendix 8.7 Semi Structured Interview Transcripts with Forest School 
Staff 
 
Participant A (Forest School Leader) 
 
1. Introductory explanation ± Thank you for agreeing to be interviewed for this 
study. I am interested in your views about the Forest School programme and 
how it works. There are no right or wrong answers, and please answer as 
honestly and freely as you can.  I am trying to get information about exactly 
what you think is happening at Forest School so please, feel free to take your 
time and consider your answers. You will not be identified as having been 
involved. Can you confirm for the record that you have given your permission 
for this interview to be recorded?  Yeah, not a problem. Thank you. 
 
2. How long you have been involved with a Forest School programme? 
8P«)RUHVW6FKRRO,WUDLQHGDERXW\HDUVDJRDQGJRWP\OHYHOHU
Forest School practitioner award bXW,¶YHEHHQZRUNLQJKHUHIRU«ò
years so I was involved in the same sort of work for those couple of years 
before I did the training, which is how I got into going to do the training. 
Right, that was my next question, so you were already involved and you felt it 
was the next step really, to run it. Yeah. Ok, and what experience do you have 
with pupils with special needs? (UP,¶YHEHHQZRUNLQJZLWKWKHPVLQFH,
first started working here so, er, I was thrown in right at the deep end, no 
training, no nothing, just go and work with some other people that were 
KHUH0\ZLIHZDVKHUHDWWKHWLPHVKH¶VKDGWUDLQLQJVKHZDVZRUNLQJ
part-time somewhere else, part-time here, so we ended up with, I think it 
was 13 pupils I think it was four staff and erm, we were told they were all 
PDLQVWUHDPEXWWKH\REYLRXVO\ZHUHQ¶WEHFDXVHLWZDVDQDOO-inclusive so 
QRERG\¶VVSHFLDOQHHGVEXWWKHUHZHUHDXWLVP$VSHUJHU¶VDOOVRUWVRIVWXII
in there, so right from the word go when I started here, I sorted of picked 
it up froPSHRSOHDV,¶YHJRQHDORQJDQGWKHQMXVWJRWRQZLWKLWAnd age 
ranges, has that mainly been secondary? ,W¶VPDLQO\EHHQVHFRQGDU\\HDK
7KHUHKDYHEHHQVRPHHUP,GRQ¶WGRHDUO\\HDUV,¶YHKHOSHGRXWRQD
few bits with early years erm when Forest School initiative was here erm, 
GXULQJWKHKROLGD\VEXWSUHGRPLQDQWO\VHFRQGDU\,W¶VMXVWEHHQWKLV\HDU
ZH¶YHVWDUWHGZRUNLQJZLWKVRPHRIWKHXPMXQLRUVFKRROVIURP;VFKRRO 
 
3. What, in your view, are the aims of Forest School? 
(UPLW¶VWRSURPRWHDVIDUDV,¶PFRQFHUQHGHUconfidence (1a), And you 
go with the flow, if one of the students, one of the kids has got something 
WKH\¶UHLQWHUHVWHGLQDQG\RX¶YHJRWVRPHWKLQJHOVHLQ\RXUKHDG\RXJR
ZLWKZKDWWKH\¶YHJRWLQWKHLUKHDGDQGZRUNZLWKWKDWDVLI\RX¶YHJRW
WKHPKRRNHGRQVRPHWKLQJWKHQWKH\¶UHPRUHOLNHO\WRJDLQWKHFRQILGHQFH
to go on and try something different 
(1d).
 ,W¶VFRQILGHQFHDQGVHOI-esteem is 
the main thing for me, personally. Ok, thank you. 
 
4. What do you think are the distinctive features of Forest School which enable 
these aims to be met? 
,W¶VVWXGHQWFHQWHUHGVWXGHQWOHGLW¶VQRWSUHVFULSWLYHLWVQRWVFKRRO
HQYLURQPHQWLW¶VQRWµWKLVLVZKDWZH¶UHGRLQJWRGD\¶EHFDXVH,¶YHJRWWR
 178 
WLFNWKHVHER[HVDWWKHHQGRIWKHGD\,KDYHQ¶t got any boxes to tick at the 
HQGRIWKHGD\,FDQWDLORUZKDWWKH\¶UHGRLQJWRPDWFKDQ\FULWHULDIRU
DQ\TXDOLILFDWLRQVVRLW¶VMXVWVWXGHQWOHGDQGJRZLWKWKHIORZ(1d). And 
thinkiQJDERXWWKHHQYLURQPHQW«" LW¶VQRWVFKRROHQYLURQPHQWWKHUH¶VQR
wallVWKHUH¶VQRFHLOLQJV (1f), WKH\¶UHQRWIHHOLQJWUDSSHGEHFDXVH\RX\RX
SXWVRPHERG\LQDFODVVURRPDQGFORVHWKHGRRUEHKLQGWKHPLW¶VMXVW
like, some of them are like caged animals when you do that 
(9i)
, when you 
EULQJWKHPRXWKHUHWKH\¶YHJRWWKHVSDFHWKH\FDQVHHZKDW¶VDURXQG
WKHPDQGLWMXVWFRPSOHWHO\FKDQJHVPRVWNLGV¶PRRGV,KDYHWRVD\ (9a). 
%HKDYLRXUVRPHRIWKHEHKDYLRXU,¶YHEHHQWROGWKDW¶VJRLQJRQLQVFKRROV
ZLWKVRPHRIWKHNLGV,¶YHZRUNHGZLWKRYHUWKH\HDUV,ILQGLWGLIILFXlt to 
EHOLHYHZLWKZKDWWKH\¶UHOLNHRXWKHUHA big change? Massive, yeah (9i). 
 
5. What, in your view, could be factors which stop those aims being met? 
Erm, yeah. Erm, a lot of the kids come from very abusive, disruptive 
backgrounds and I get kids that comHKHUHLQWKHPRUQLQJDQGWKH\FDQ¶W
FRQFHQWUDWHRQDQ\WKLQJEHFDXVHWKH\¶UHVWDUYLQJWKH\KDYHQ¶WVOHSW
SURSHUO\WKH\KDYHQ¶WHDWHQSURSHUO\WKH\¶UHQLFNLQJVWXIIIURPWKH
shops on their way here to-MXVWVRWKH\¶YHJRWVRPHWKLQJWRHDWVRPHWKLQJ
to drink. So, things like that do make a huge different to erm the attitude 
that they turn up with in the first place which is why we started um 
making sure we put drinks and stuff on for them first thing in the 
morning. I always put a tea box together and there¶VDOZD\VDSDFNRI
ELVFXLWVRUVRPHWKLQJVRWKH\¶GJHWDGULQNWRVWDUWZLWK(2g) and LW¶VMXVW
WKDWVRUWRIFKLOOHGDWPRVSKHUHWRVWDUWZLWKVRZKHQWKH\¶YHKDGDUHDOO\
crap time of things you can sort of hopefully sort of focus on them a bit 
more and give them time to chill out and just get into the feel of it really 
(4d)
. So some of the factors are to do with the individuals coming to the 
programme? <HDK<HVLW¶VWKHLUEDFNJURXQGDQGVRPHRIWKDWZLOOHU
there was one lad last year and a bit the year EHIRUHFRXOGQ¶WFRSHZLWK
fires um because he was abused with fire and burnt at home so, a lot of 
things like that you try and just work round it
 (11d)
. So you just let him 
stand back? Just let him stand back and eventually, I mean we got him 
doing some FRRNLQJRQDILUHDQGHYHU\WKLQJEXWLWWRRND\HDUWKLVLVQ¶W
OLNHµ\RX¶UHJRQQDGRWKLVLQWKHQH[WFRXSOHRIZHHNV¶ (1b). One lad the 
second year I was working here, um, behaviour difficulties, serious 
behaviour difficulties, er criminal record as long as your arm, drink and 
drug abuse and it took him 2 years before he could actually settle down, 
feel comfortable to do something 
(11b) 
and it was the last couple of weeks in 
WKHODVW\HDUDVZHOOZKHQLWMXVWVRUWRIFOLFNHGDQGJRWWKURXJKWRKLPLW¶V
not a quick fix 
(1b)
. %XWLW¶VVRPHWKLQJWKDW\RXQHHGWRJLYHWKHPWKHWLPH
because they need to feel comfortable in the surroundings 
(4d)
 and if 
WKH\¶UHQRWXVHGWREHLQJWUHDWHGOLNHWKDWRUJLYHQDQ\WLPHDQGEHLQJ
OLVWHQHGWRWKHQLW¶VFRPSOHWHO\alien for them and it takes them a while to 
JHWWKHLUPLQGVHWLQWRLWEHFDXVHWKH\MXVWWKLQNµZKDWGR\RXZDQW"¶
\HDKµZKDWDUH\RXDIWHU"¶%HFDXVHWKDW¶VWKHLUH[SHULHQFH (7d). 
 
6. What other forms of outdoor learning have you experienced or been involved 
with, if any? 8PWU\LQJWRWKLQNQRZQRWDKXJHDPRXQWLW¶VPDLQO\EHHQ
VLQFH,¶YHGRQH)RUHVW6FKRRO(UP,¶YHGRQHVRPHRIWKHFRQIHUHQFHVIRU
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Eco schools and stuff like that when we get the school groups come here 
ZLWKWKHLUWHDFKHUVEXWWKDW¶VMXVW a little workshop, and then they go 
away again. Erm, but ,¶PWU\LQJWREULQJPRUHHOHPHQWVZLWKWKHROGHU
kids especially, more elements of bushcrafts into it the natural 
HQYLURQPHQWDQGZKDW\RXFDQDQGFDQ¶WGRWRORRNDIWHULW (10c). Right, so 
in termVRIRWKHUH[SHULHQFHV\RX¶YHKDGWKDW¶VQRWEHHQ)RUHVW6FKRROKRZ
does does Forest School compare to this?  
8P,WKLQNWKHZKROH,PHDQ,¶YHQHYHUEHHQLQWRVFKRROVWRVRUWRIMXVW
looking back at my experience which was pretty crap to be fair, so the 
whole Forest School thing in comparison, um I personally think it works 
EXWWKHVFKRROVQHHGWREHDZDUHWKDWWKH\QHHGWRJLYHLWWLPHWKH\FDQ¶W
VHQGNLGVRXWLW¶VOLNHWKHUH¶VDEXQFKRIQDXJKW\NLGVIURPDFODVVVHQG
them for a term and see what hDSSHQVLWGRHVQ¶WZRUNOLNHWKDWIt needs 
to be ongoing? It needs to be ongoing 
(9a)
 DQG,¶YH been saying for years 
DQGLW¶VVWDUWHGIHHGLQJEDFNODVW\HDUDQGWKLV\HDUZKHQZH¶YHJRWWKH
\RXQJHUJURXSVIURP;LW¶VQRJRRGJLYLQJWKHPWRPHLQ\HDUDQG
EHFDXVHWKH\¶YHJRWORDGVRISUREOHPVVWRUHGXSDQGORDGVRIGDPDJH
GRQHZKHQWKH\¶UH\Runger and if you can get them younger and work 
WKHPWKURXJK«EHFDXVH)RUHVW6FKRROVSUHGRPLQDQWO\HDUO\\HDUVWKHQ
\RXJHWWKHOLWWOHNLGVRXWWKH\JRDQGSOD\LQWKHZRRGVDQGWKH\GRQ¶W
FRPHRXWDJDLQXQOHVVWKH\¶YHEHHQNLFNHGRXWRIVFKRROLQWRDVSHFial 
school or in a PRU or there are problems and schools want them gone and 
WKH\FRPHRXWWKHQDQGWKHUH¶VDPDVVLYHJDSLQWKHPLGGOH8PQRZ
ZH¶UHJHWWLQJWKHPDOLWWOHELW\RXQJHU,FDQVHH,¶PJRLQJWRKDYHDIHZRI
these kids later on as we go througKEXWKRSHIXOO\WKH\¶OODOUHDG\IHHODW
KRPHRXWKHUHDQGHUPWKH\¶OOEHDEOHWRVRUWRIMXVWJRZLWKWKHIORZDQG
fit in and know a little bit more about what they want to do, rather than 
MXVWVD\LQJWKHUH¶VD\HDUJURXS\RX¶YHJRWWKHPIRUWKH\HDUI want x, 
\DQG]RII\RXEHFDXVHWKDW¶VZKDWWKHVFKRROQHHGVIRUWKHLU2)67('
UHSRUWIRUWKHLUOHDJXHWDEOHV,W¶V«forest school in comparison to school 
,¶GVD\LW¶VPXFKPRUHODLGEDFNLQWKHIDFWWKDWWKHUH¶VQR\RXGRQ¶WJR
round calling everybody VLULW¶VDOOILUVWQDPHWHUPV (7e) and you have a 
ODXJKDQG\RXKDYHDMRNHDQGWKHUH¶VQRKDUGDQGIDVWUXOHV (9d) . Certain 
DPRXQWVRIVZHDULQJZHSXWXSZLWKDVZHOODVORQJDVLW¶VQRWGLUHFWHGDW
anybody for bullying 
(9e)
. <RX¶YHJRWWRSLFN\RXUEDWtles so you can win 
WKHZDUDWWKHHQGRILWWKHUH¶VQRJRRGEHLQJLQDVFKRROVD\LQJµZKDWGLG
\RXVD\JHWRXW¶DQGGHDOZLWKWKHPEHFDXVHLWGRQ¶WZRUNQRWZLWKWKHVH
sorts of kids 
(7e)
. 
 
7. How important on a scale of 1-10 do you think the role of Forest School is 
leader to the programme success? 2KLW¶VZD\XSWKHUH\HDKLW¶VJRWWREHD
9 or a 10 at least because you, LI\RX¶UHQRWIRFXVHGRQZKDWWKHIRUHVW
VFKRROHWKRVLV\RX¶UHMXVWDWHDFKHURXWVLGHDQGLWGRQ¶WZRUN (10c). If you 
were involved in the recruitment for another Forest School leader, what kind 
of skills, experience and personal attributes would you be looking for in that 
person? 7KH\FDQ«,WPLJKWQRWQHFHVVDULO\QHHGWREHDOUHDG\TXDOLILHGDV
a Forest school leader but you need the experience of working with kids 
um, and not necessarily in a school environment, outside of the school 
HQYLURQPHQWZKHUH\RX¶UHDOORZLQJWKHPFHUWDLQW\SHVRIIUHHGRPWR
experiment and explore and stuff 
(1f)
. That would be good. Erm, but I 
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think you also need to see somebody in action to gain that as well. So to 
observe somebody out here doing it? <HDKLW¶VUHDOO\GLIILFXOWWKRXJK
VLWWLQJGRZQWDONLQJWRVRPHERG\WRILQGRXW,¶YHZRUNHGZLWKDIHZ
people that have been employed over the years to come and help me and 
HUWKH\¶YHEHHQEULOOLDQWDWLQWHUYLHZDQG\RXJHWWKHPRXWLQWKHZRRGV
DQGLW¶VOLNHWKLVLVZKDW\RX¶UHGRLQJWRGD\DQGLW¶VOLNHQRLWGRQ¶WZRUN
like that. 7KH\¶YHJRWWKLVLGHDLQWKHLUKHDGRIZKDWWKH\ZDQWWRGRIor 
WKDWGD\DQGWKHNLGVDUHFRPSOHWHO\VZLWFKHGRIIEHFDXVHWKH\¶UHEHLQJ
told what to do 
(4b)
. 6RLW¶VVRPHERG\ZKRFDQVWHSEDFN"Yeah, you need to 
step back. A lot of the time, me and R have said this before, if the powers 
that be at the schools could FRPHRXWDQGVHHZKDWZHGRWKH\¶GEHJLYLQJ
XVDULJKWWHOOLQJRIIWKLQNLQJµZKDWWKHKHOODUH\RXSOD\LQJDWZKDWDUH
\RXGRLQJWKH\¶UHUXQQLQJULRWWKH\¶UHGRLQJWKLVWKH\¶UHGRLQJWKDW
\RX¶UHVDWRQ\RXUEDFNVLGHDOOGD\MXVWsorting the fire out (4a) doing some 
ZKLWWOLQJ¶ (9c). %XWZH¶UHQRWZH¶UHJLYLQJWKHPWKHVSDFHWREHNLGVDJDLQ
and the space to explore
(4b)
 DQGLIWKH\¶YHJRWTXHVWLRQVWKH\FRPHEDFN
and ask 
(3b) DQGWKHQWKDW¶VZKHQ\RXFDQVWHSLQ\RXFDQVWDUWSXVKLQJLQ
that GLUHFWLRQWKHQWKH\¶UHOHDUQLQJ,DOZD\VVD\ WKH\¶UHOHDUQLQJ
without realising WKH\¶UHOHDUQLQJ(3g). 7KDW¶VZKDW,DOZD\VWKLQNSo 
somebody who can let that all happen? <RX¶YHJRWWR- ZH¶YHKDGWHDFKHUV
FRPHRXWZLWKWKHJURXSVDQGWKH\¶UHOLNHµQRno what are you doing, 
FRPHKHUHVLWGRZQ¶EXWMXVWOHDYHWKHPDORQHOHWWKHPJHWRQZLWKLW (10c).  
 
8. What helps a Forest School leader run a successful programme? What hinder 
them? (summarise ± check if correct and ask if they want to add or change) 
um, \RXQHHGWKHVFKRRO¶VLGHDZLWKWKHFODVVHVLGHDZLWKDOZD\VFRPHRXW
with a member of staff from the school, that member of staff from the 
school needs to be clued up about what Forest School is 
(10b)
. Cuz that can 
EHDELJGUDZEDFNLI\RX¶YHJRWVRPHERG\VRPHERG\HUPZKRGRHVQ¶W
OLNHEHLQJRXWVLGHDQGRXWLQWKHZRRGV,¶YHKDGWKDWEHIRUHQRZWKH\¶YH
VDWGRZQDOOGD\DQGQRWVDLGDZRUG7KH\UHDOO\GLGQ¶WZDQWWREHWKHUH 
(11a)
, RUOLNH,¶YHMXVWVDLG\RXJHWXPa conditioned TA comes out, 
conditionHGE\WKHVFKRRODQGWKHWHDFKHUVLW¶VOLNH\RX¶YHJRWWDGRWKLV
\RX¶YHJRWWDGRWKDW\RXFDQ¶WVD\WKLV\RXFDQ¶WGRWKHRWKHU7KH\FDQ
be problems 
(1d)
. 6RWKDW¶VVRUWRIWKLQNLQJDERXWKLQGHULQJLVQ¶WLWYeah. So 
LW¶VDERXWZKRHOVHLVFRPLQJRXWZLth you? Yeah er, also, um trying to 
think, you need to be given a certain amount of autonomy to get on with it 
\RXUVHOI<RXGRQ¶WZDQW\RXUERVVHVRQRXUEDFNDOOWKHWLPHXP,¶P
TXLWHOXFN\,JHWWKDWKHUH8P,WKLQN,¶PJHWWLQJLWPRUHDQGPRUH
becaXVHZKDW,¶PGRLQJLVZRUNLQJEXW\RXGRQHHGVRPHERG\LILW¶VQRW
ZRUNLQJLW¶VSUHWW\REYLRXVZLWKWKHUHSRUWVWKDWDUHJRLQJEDFNDQGWKH
IHHGEDFNWKDWLVFRPLQJEDFNIURPWKHVFKRROEXWHUP«\RXQHHGWREH
able to pretty much be self-sufficient when you¶UHRXWWKHUH\RXFDQ¶WEH
running back up to the center or back up to wherever you are thinking oh 
,QHHGWKLV,ZDQQDJHWWKDWLW¶VOLNHZHOOLIZHKDYHQ¶WJRWWKDWWRGD\VR
ZH¶OOGHDOZLWKLWDQGZH¶OOORRNDWLWQH[WZHHN (10a). So you need the 
support of the senior leadership from the school and from the center aswell? 
Definitely, yeah.  
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9. In your opinion, what effect does Forest School have on the young people 
LQYROYHG"<RX¶YHWDONHGDERXWFRQILGHQFHDQGVHOI-esteem, are there any other 
effects you can think of? Can you give me some examples to illustrate your 
thinking, please? 
Erm, well they have knock on effects onto everything. ,W¶VTXLWHDELJ
question. It is a big question. Erm... a lot of the students are gaining tool 
skills 
(6b) 
as well which they can then take on into further education if 
WKH\¶UHJRLQJRQWRFROOHJH(6g), um, cuz we do, I mean I know the pure 
Forest School for the early years you take practically nothing out with 
\RXDQGILQGZKDW\RX¶YHJRWWKHUHEXWZLWKWKHROGer ones erm \RX¶YHJRW
to take tools and stuff out because they want to make stuff they want to be 
doing stuff 
(6b)
, so it might not be pure forest school as some people see it 
EXWLW¶VWKHSXUH)RUHVWVFKRROHWKRVDQGHUP,¶YHIRUJRWWHQZKDWWKH
question was! Just, in your opinion what effect does Forest School have on 
the young people? Right, yeah, so they gain extra tool skills with tools that 
WKH\¶GSUREDEO\QHYHUKDYHXVHGLIWKH\ZHUHLQDQRUPDOZRUNVKRS(6j) in 
schools or even going into college. Erm, WKH\¶UHOHDUQLQJDERXWWKH
HQYLURQPHQWDQGKRZWRORRNDIWHULWDQGZKDWZRUNVDQGZKDWGRHVQ¶W
work out there 
(6a)
, VRLW¶VJRRGDQGEDGSUDFWLFHV6RWKDWVRUWRIWKLQJ
goes back into um, it can even go back into gardens in their houses and 
stuff anGKRZWKH\¶UHORRNLQJDIWHULIWKH\¶YHJRWWUHHVDQGVWXIIDORWRI
people have hazels and willows in their gardens 
(6g)
, and we do coppicing a 
KXJHDPRXQWRIWLPHVZHJHWUHVRXUFHVVRZH¶UHWHDFKLQJWKHPDERXWKRZ
to look after the environment, they thLQNZH¶UHGHVWUR\LQJLWE\FXWWLQJLW
GRZQEXWZKDWWKH\¶UHDFWXDOO\GRLQJLVPDQDJLQJWKHZRRGODQGDQG
PDQDJLQJWKHUHVRXUFHVVRZH¶YHJRWPRUHIRUODWHU (6a). Erm, the 
confidence thing, um, I had one lad who was out here for 3 years, and 
erm, he was an aEVROXWHQLJKWPDUHZKHQKHJRWKHUHDQGKH¶VQRZKH¶V
DFWXDOO\GRQHWKHIRUHVWVFKRROOHYHOTXDOLILFDWLRQKH¶VWKHRQO\VWXGHQW
WRKDYHDFKLHYHGWKDWRQHDQGKH¶VD\RXQJILUHILJKWHUDVZHOOKRSLQJWR
JRLQWRDOORIWKDW$QGKH¶VSXWDOORIWKDWGRZQWo being about to come 
here and just gain his confidence and self-esteem to move forward 
(1a)
.  
 
 
10. Would you expect to see all of these effects (summarise outcomes from Q9) 
for every child that comes?  
No, not at all. What do you think any differences might be based on? Erm, 
the first half term of the year you tend to change, we do have a bit of a 
change in the students, um they might send us 4,5,6 kids out to start with 
and you might end up losing one or two in the first 6 weeks cuz some of 
WKHPDUHQ¶WVXLWHGWREHLQJRXWVLGHWKH\GRQ¶WOLNHEHLQJRXWVLGHVR
sometimes in that first 6 weeks it can be a bit of a transition period and 
we do sort of sometimes swap the students round 
(11d)
. 5LJKWVRLW¶V
something about what that individual is bringing, their personality, their likes? 
<HDKVRPHWLPHVWKH\MXVWGRQ¶WOLNHEHLQJRXWVLGHVRPHWLPHVWKH\GRQ¶W
OLNHQRWKDYLQJERXQGDULHVLWGRHVQ¶WZRUNIRUHYHU\ERG\8PEXWWKRVH
that do like it and stick it do sort of get on quite well I think and get quite 
a lot of out of it 
(11d)
. Right so do you think that for those it does work for, do 
you see different effects in different children sometimes or is it all generally 
the confidence, the self-esteem? Um, It does depend on what they bring, it 
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depends on their attitude as well 
(11d)
, um, we do tend to start seeing um 
the kids helping each other more which is really cool, they get here at the 
EHJLQQLQJDQGWKHQHUDORWRIWKHPDUHVWUHHWZLVHDQGUHDOO\GRQ¶WJLYHD
GDPQDERXWDQ\WKLQJEXWWKHPVHOYHVEHFDXVHWKDW¶VZKDWWKH\¶YHKDGWR
do to VXUYLYHRQWKHVWUHHWVZKHWKHUWKH\¶YHEHHQNLFNHGRXWRIKRPHRU
ZKDWHYHUDQGHUPVRPHRIWKHP\RX¶OOMXVWWKH\¶OOHQGXSHYHQLILW¶V
MXVWPDNLQJDGULQNIRUVRPHERG\RUKHOSLQJVRPHERG\ZKHQWKH\¶UH
making something, you can see a change that way whHUHWKH\¶UHJHWWLQJD
bit more socially aware 
(2b)
. 6RWKHUH¶VRSSRUWXQLWLHVIRUSUR-social 
behaviour? Oh yeah, absolutely, yeah. 
 
2NWKDQN\RX,¶YHEHHQUHDGLQJDORWRIWKHH[LVWLQJUHVHDUFKDURXQG)RUHVW
6FKRROZKLFKDV\RX¶YHKLQWHGDWDOUHDG\LVmost often with younger and 
early years children. It does talk about some common themes or outcomes, 
VRPHRIZKLFK\RX¶YHDOUHDG\PHQWLRQHGLIWKH\KDYH,ZRXOGUHDOO\OLNHWR
explore these areas in more detail with you please, and find out whether you 
think these effects for young children are the same or different to what you 
have seen happening for your group.   
 
11. Do you think going to Forest School affects the confidence of these young 
people? If so, how? 
7KH\¶UHMXVWDEOHWRH[SORUHDQGH[SHULPHQW (4b), and they need to be given 
um, they need to be allowed to be given a certain amount of risk to take 
this risk. I mean, everything - LW¶VDPDQDJHGULVNEHFDXVHREYLRXVO\ZH
risk assess everything, we have to. But you have to let them take these 
calculaWHGULVNVVRWKDW«WKDWLVDPDVVLYHVWHSLQWKHLUVHOI-confidence 
and self-esteem side of things as well. If they do that and they think I can 
do that, it sort of snowballs on from that 
(1e)
.  
 
12. Do you think there has been any impact upon their social and emotional 
development? If so, how?  
<HDKGHILQLWHO\:HJHWXP,¶YHKDGVWXGHQWVFRPHLQDQGZH¶YHEHHQ
WROGWKH\¶UHVHOHFWLYHPXWHVDQGE\WKHHQGRILW\RXFDQ¶WVKXWWKHPXS
EHFDXVHWKH\¶UHMXVWWKH\IHHOPRUHVRFLDOO\,GRQ¶WNQRZDFFHSWHGor 
connected with everyone in that group because they come for the year so 
WKH\¶UHDOOLQWKHUHWRJHWKHU(3e) and they have to work together to build 
WKHVLWHVR\RX¶YHJRWWKDWVRFLDOJURXS(2a). <RX¶YHJRWWKHSHFNLQJRUGHU
and it all starts off at the beginning, your hierarchy from whoever was 
sort of at the top at the school and it changes, because somebody might be 
really quiet might be at the bottom of the pecking order and they might 
EHDEOHWRVLWGRZQDW)RUHVW6FKRRODQGMXVWEHEULOOLDQW7KH\¶Ol sit down 
and whittle and carve and then all of a sudden the pecking order changes, 
people start talking to each other more and they all start getting on a bit 
more. Yeah, it definitely works on the social side 
(2i)
.  
 
13. You mentioned about language there - any impact on language and 
communication skills? If so, how? 
<HDKHUPODQJXDJHVRUWRIVRPHRIWKHP,¶YHEHHQWROGWKHLUODQJXDJHLV
DSSDOOLQJLQVFKRRODQGWKHUH¶VRQHJURXS,¶YHEHHQZRUNLQJZLWKWKLV
\HDU,GLGQ¶WKHDUDVZHDUZRUGIRUWKHILUVWWZR terms when they were 
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out here, which is quite bizarre. +DYH\RXJRWDQ\WKHRU\DERXWZKDW¶V
happening there? 1RLGHDZKDW¶VJRLQJRQWKHUHQRLGHD%XWWKHVXPPHU
term, this last term, whether they were just feeling more settled more 
confident or what I GRQ¶WNQRZZHVWDUWHGJHWWLQJDELWPRUHODQJXDJHRXW
of them. But again, that was just, instead of jumping on them again, it was 
SOD\IXOEDQWHUWKH\ZHUHQ¶WKDYLQJDJRDWDQ\ERG\6RWRDFHUWDLQ
degree you let it go, when they start getting personal thDW¶VZKHQ\RXKDYH
to step in. Absolutely 
(9e)
.  
 
14. Any impact on motivation and concentration? If so, how? 
Yeah, er it does improve motivation and concentration 
(4b)
. Erm. How do 
\RXWKLQNWKDW¶VKDSSHQLQJ" :HOOLIWKH\¶UHILQGLQJVRPHWKLQJWKDWWKH\OLNH
WRGRDQGWKH\ZDQWWRGRWKHQHUPDQGWKH\¶UHEHLQJDOORZHGWRGRLW
WKH\¶UHEHLQJDOORZHGWRGRLWLQWKHLUZD\DVORQJDV\RXPDNHVXUH
WKH\¶UHVDIHWKHQWKH\¶UHQRWEHLQJWROGZKDWWRGRDQGKRZWRGR6R
DJDLQHYHQZLWKWKDW,¶PWKLQNLQJZKLWWOLQJ,¶YHKDGVWXGHQWVFRPHLQ
DQGWKH\¶YHVDWWKHUHIRUWKHZKROHGD\MXVWZLWKDNQLIHDQGDSLHFHRI
ZRRGDQGWKH\¶OOEHFDUYLQJVWXII,¶YHKDGVWXGHQWVFRPHLQDQGVD\ULJKW
OHW¶VJRFRSSLFLQJOHW¶VGRWKLVDQGWKH\¶OOVLWWKHUHDQGEHIRUH\RXJHWWR
thHHQGRIWKHGD\WKH\¶YHSUDFWLFDOO\PDGHDFKDLUEHFDXVHWKH\MXVW
ZDQWWRGRLWDQGWKH\¶UHDOORZHGWRGRLWWKHLUZD\WKHLUVW\OHDQGLQWKH
order they want to do it 
(4b)
. 6RWKH\¶OOSHUVHYHUHIRUKRXUVRQHQG"Yeah. 
Absolutely 
(4b)
. You do get some WKDWUHDOO\FDQ¶WEHERWKHUHGDQGVRPHRI
WKHPWKLQNLW¶VMXVWDGRVVLQWKHZRRGVDQGWKH\¶OOJRDQGVLWGRZQDQGGR
QRWKLQJ%XW,¶YHKDGVWXGHQWVGRWKDWEHIRUHEXWWKH\¶YHKDGJRRGUHDVRQ
WREHFDXVHRIWKHDEXVHWKH\JHWDWKRPHDQGLW¶VDVDQFWXDU\IRr them. So 
\RX¶YHJRWWRWU\DQGZHLJKXS- LW¶VGLIIHUHQWIRUHYHU\NLG (11h). So, we get 
a little bit of background information on each student before they start 
ZKLFKJLYHVPHDURXJKLGHDRIZKHUHZH¶UHDWXPDFDGHPLFDOO\RUQRW
DQGLIWKHUH¶VDQ\WULJJHUVLIWKHUH¶VDQ\XPDOFRKRORUGUXJVSUREOHPV
stuff like this, any medical issues so you can sort of gauge, have a rough 
idea 
(10b)
. 2EYLRXVO\ZKHQWKH\JHWRXWKHUHLW¶VDGLIIHUHQWHQYLURQPHQW- 
they can be completely different people but you can use that to gauge how 
you need to sort of treat the kids. I have had um, not so much the schools 
but definitely the PRUs turn round and say ZH¶UHQRWJLYLQJ\RXWKDW
LQIRUPDWLRQ\RXGRQ¶WQHHGWRNQRZDOO\RX¶UHJRLQJWRGRLVXVHLWWR
pigeon hole them. When what I do is completely the opposite, if I get 
LQIRUPDWLRQZKLFKVD\VWKH\¶YHJRWLVVXHVWKH\¶YHJRWSUREOHPV,NQRZ,
can use that to work with them, and not work against them. For instance, 
,ZDVQ¶WWROGRQHNLGZDVLQFDUHRUGLGQ¶WKDYHDPRPVKH¶GGLHGWKH
\HDUEHIRUHDQGZHZHUHVDWRXWKHUHDVNLQJKLPDERXWµRKZKDWDUH\RX
doing when you get home, is your mom cooking you tea"¶$OOWKLVWKDWDQG
WKHRWKHU7KH\GLGQ¶WWHOOPHXQWLODIWHUKHOHIW,ZDVGLVJXVWHG
Information like that you need to know cuz that can really set a kid off. 
%XWWKH\MXVWWKRXJKWQR\RXGRQ¶WQHHGWRNQRZMXVWJHWRQZLWKLW
Which is wrong, in my opinion 
(11d)
.  
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15. Has it had any implications for their physical skills? If so, how? 
Definitely with um hand-eye coordination
 (5b)
, gross motor skills with the 
NLQGRIZRUNZH¶UHGRLQJGHILQLWHO\LPSURYHV(UPWKH\JHWDELW
physically stronger some of them as well cuz they have to push 
wheelbarrows and bring their own tools around, they have to go and 
coppice and cut their own materials and drag it all around 
(5a)
. 7KH\¶UH
SK\VLFDOO\ZRUNLQJDORWRIWKHWLPHVSOLWWLQJILUHZRRGVRLWGRHVKDYHD«
DQG,WKLQNWKDW¶VJRRGDVZHOODORWRIWKHPMXVWVLWRQWKHLUEDFNVLGH
playing computer games til 4 in the morning and just turn up knackered, 
but they need to do some physical exercise 
(5c)
. 6RLW¶VDERXWWKDWRSSRUWXQLW\
to be outside all day? <HDK\HDKZHGRQ¶WEHDVWWKHPLQWRGRLQJLWDOOEXWLI
WKH\ZDQWWRPDNHVRPHWKLQJWKH\¶YHJRWWRJHWWKHPDWHULDOV 
 
16. Has their knowledge and understanding of the world been affected? If so, 
how? 
(UP\HDK$K,W¶VTXLWHDEL]DUUHRQHWKDW\RXGRJHWNLGVFX]\HDU
especially year 11s sort of big fish in a small pond syndrome and all of a 
VXGGHQWKH\¶UHOHDYLQJWRPRYHRQDQG\RX¶UHOLNHWKH\¶UHWDONLQJDERXW
this that and the other and you just think well, actually, do you think 
WKDW¶VJRLQJWRKDSSHQRUGR\RXWKLQNVRPHWKLQJOLNHWKLVPLJKWKDSSHQ
\RX¶UHJRLQJWRPRYHLQWRFROOHJH\RX¶OOEHWKH\RXQJHVWRQHWKHUHDQG
erm, how did you feel when you went into school? You have to sort of give 
them ± ZHWU\WRJLYHWKHPRU,WU\WRJLYHWKHPDELWRID«UHDOLW\FKHFN
RQWRZKDWWKH\¶UHJRLQJWRH[SHFWEHFDXVHLIWKH\¶UH«LIDORWRIWKHP
GLVDSSHDURXWLQWRWKHELJEDGZRUOGZLWKWKHDWWLWXGHWKH\¶YHJRWWKH\¶UH
going to get eaten alive 
(6k)
. So there are opportunities for you to discuss the 
IXWXUH«yeah, we talk about all sorts of stuff. If they want to talk or 
WKH\¶YHJRWLVVXHVDERXWDQ\WKLQJZHFDQVLWWKHUHDQGWDON (6k). Erm, 
REYLRXVO\WKHUH¶VLVVXHVZLWKGLVFORVXUHLIWKHUH¶V,PHDQLI,¶PEHLQJWROG
VRPHWKLQJWKDW«XPDQGVRPHERG\¶VEHLQJSXWDWULVNWKHQ,¶YHJRWD
duty to disclose that but generally, I mean if they talk generally about 
VWXIIDQGWKHUH¶VQRWKLQJVSHFLILFWKHQWKHUH¶VQRWKLQJIRUPHWRGLVFORVH
we can sort of talk around it and still get through. 
 
17. Psychological well-EHLQJLVOLQNHGWRKDSSLQHVVVDWLVIDFWLRQZLWKRQH¶VOLIH
and the absence of mental health problems. Do you think Forest School has 
KDGDQ\LPSDFWXSRQWKH\RXQJSHRSOH¶VSV\FKRORJLFDOwell-being? If so, 
how? 
Erm, I think it must have had, even in a, just a small way possibly. If they 
NQRZWKH\FDQFRPHKHUHDQGLW¶VHYHQMXVWIRUDIHZKRXUVDZHHNLW¶VD
safe haven if, to get away from all the- ZKDWHYHU¶VJRLQJRQDWKRPHRU
going on DWVFKRRO7KDW,¶YHVHHQWKDWDQGWKH\¶OOMXVW,PHDQVRPHRIWKH
NLGVZLOOFRPHRXWDQGWKH\¶OOEHDEOHWRUHOD[VRPHRIWKHPZLOOJRWR
VOHHSRXWKHUHFX]WKH\FDQUHOD[DQGWKH\¶YHQRWEHLQJDEOHWRUHOD[DW
home 
(9b)
. So, some of them, also it helps them cope a little bit better 
because they know they can achieve stuff here so they know that, if they 
want to they can achieve stuff some where else as well. So, but if they 
DSSO\WKHPVHOYHVKHUHDQGGRWKDWWKH\NQRZWKH\¶YHJRWWRDSSO\
themselves in other things that they want to do and then they can achieve, 
to a certain degree anyway 
(1a)
. 6R\RX¶UHVD\LQJWKHUHDUHVRPHVRUWRIULSSOH
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effects going on there into other areas of their lives? I think so, yeah, yeah, I 
think so, yeah. 
 
18. Are you aware of whether the Forest School experience has impacted upon 
DQ\RWKHUDUHDVRIWKHFKLOG¶VOLIH",IVRKRZ" 
(UPWKHUH¶VWKHXPVRUWRIVLJQLILFDQWRWKHULI\RXOLNH7KHDGXOWHU
ZKDW¶VWKHZRUG,¶PORRNLQJIRU3RVLWLYHUROHPRGHOV (9h). Can you tell me a 
bit more about that? :HOOLIWKH\¶YHQRWJRWSRVLWLYHUROHPRGHOVDWKRPH
ZKLFKDORWRIWKHPKDYHQ¶WWKH\¶UHIURPEURNHQIDPLOLHVWKHQWKHQLI
\RXFDQ,PHDQ\RX¶UHQRWVRUWRIVWHSSLQJLQDQGILOOLQJWKHJDSEXWLI
you can show them that not all adults are gits, if the\¶YHEHHQLIWKH\¶YH
EHHQDEXVHGSK\VLFDOO\LIWKH\¶YHMXVWEHHQQHJOHFWHGZKDWHYHULI\RX
VKRZWKHPWKDWVRPHERG\¶VJRLQJWROLVWHQVRPHERG\¶VDFWXDOO\JRLQJWR
care about something, then you can be that sort of significant other, that 
um that positivHDGXOWUROH(VSHFLDOO\ZLWKVRUWRIVRPHODGV,¶YHFRPH
DFURVVDVZHOOZKR¶VGDGVKDYHOHIWPXPVJRWQHZSDUWQHUVDQGWKH\JHW
EHDWHQXS,¶YHNQRZQNLGVZKR¶YHEHHQNLFNHGRXWRIKRPHEHFDXVHWKH
new partners have said well, he can go or I can go, you decide and they 
NLFNWKHNLGVRXW6R«so you see yourself as a positive male role model? I 
WU\WREHSRVLWLYHPDOHUROHPRGHOEHFDXVHDORWRIWKHPGRQ¶WJHWLWDQG,
think that causes problems especially in adolescent boys 
(1j)
. 6RLW¶VDERXW
them having the opportunity to have a positive relationship with somebody? 
Yeah, yeah.  
 
19. Has observing the young people here altered anything about your view of 
them? If so, how? 
Erm yeah you look at the paperwork and it gives you a rough idea but 
WKDW¶VQRWZKDW\RXJo on if you see what I mean, you have to work with 
WKHPDQGWDONWRWKHPDQGLW¶VDERXWLW¶VDERXWWKHSHUVRQDOWRXFKDVZHOO
LW¶VILQGLQJRXWZKDWPXVLFWKH\OLNHZKDWIRRWEDOOWHDPWKH\VXSSRUWVR
you can have some just normal bog standard chat/banter throughout the 
GD\RUWKHQH[WZHHNDVZHOO\RXFDQWDONDERXWZKDW¶VJRQHRQDQGZKDW
KDVQ¶WJRQHRQDQG,WKLQN\RXQHHGWKDW\RXQHHGWKDWHYHU\GD\VRUWRI
stuff. Because that builds on your relationship? $EVROXWHO\DQGWKDW¶VDJDLQ
LW¶VDOOSDUWRIsomebody listening to them, somebody talking to them and 
QRWWDONLQJDWWKHPRUWDONLQJGRZQWRWKHPLW¶VDPDMRUPDMRU thing (7a). 
5LJKWRNVRLW¶VDERXWWKDWUHVSHFWIXOUHODWLRQVKLS"Absolutely. 
 
20. Is there anything else you think I should know about the impact of Forest 
School? 
Erm, not of the top of my head. 
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Appendix 8.7 Participant B (Forest School Leader) 
 
1. Introductory explanation ± Thank you very much for agreeing to be 
interviewed for this study. I am interested in your views about the Forest 
School programme. There are no right or wrong answers, and please answer as 
honestly and freely as you can.  I am trying to get information about exactly 
what you think is happening at Forest School so please, feel free to take your 
time to consider your answers. You will not be identified as having been 
involved in this research. Can you confirm for the record that you have given 
your permission for this interview to be recorded? I have, yeah. Thank you. 
 
2. Can I just ask how long you have been involved with a Forest School 
programme? 5 years. What led you to become a Forest School leader (or 
involved in this programme for TA)? The opportunity was there at the 
VFKRROWRGRRQHGD\DZHHNDQGLW¶VXPVRPHWKLQJ,HQMR\HGGRLQJVR
ZH¶YHXSSHGLWWRGD\VDZHHNDQGGD\VDZHHNLQVFKRROVWhat 
experience do you have with pupils with special needs? I work with them 5 
days a week, from 4 year old to 18. From um EBD kids with the 
behaviour side of it to special needs kids. Has that been for 5 years, since 
\RX¶YHEHHQDWWKHVFKRRO"Erm 5 years at the school, 2 years behaviour er 
management and then 3 years doing outdoor Forest School.  
 
3. What, in your view, are the aims of Forest School? 
Erm to promote their independence 
(6k)
 I think, to raise their self-esteem, 
um to give something for them to be proud of, rather than being badgered 
in school all day long. And erm self-worth, you give them something to go 
towards 
(1a)
. 
 
4. What do you think are the distinctive features of Forest School which allow 
these aims to be met? 
,W¶VPRUHUHOD[HGLW¶VVWLOOIRFXVHGWKHERXQGDULHVDUHVWUHWFKHGVRPHZKDW
XPEXW\RX¶YHVWLOOJRWERXQGDULHVWKHUHWKHUXOHVDUHVWLOOWKHUHEXW
WKH\¶UHPRUHXPHDVLHUIRUWKHNLGVWRXQGHUVWDQGSo when you say easier 
IRUWKHPWRXQGHUVWDQG«Um, yeah tKH\¶UHLWVWKHUH¶VDVOLWWOHDVSRVVLEOH
but enough to make it work as in safety wise and we give it, a lot of it to 
the children as well, should we do this, should we do that, if not why?
(1i)
 
2EYLRXVO\DWVFKRRO\RX¶OOKDYHDPLOOLRQDQGRQHGLIIHUHQWUHasons why 
\RXFDQ¶WGRWKLVFDQ¶WGRWKDWEXWKHUHLW¶VDGDQJHURXVHQYLURQPHQWEXW
we try to keep things simple but effective so out here they can make their 
boundaries as well and the rules and then we enhance them somewhat. So 
they understand the reasons for doing things here? Because they started the 
SURFHVVRIIVR\¶NQRZWKHLUXQGHUVWDQGLQJLVPRUHWKHUHLVQ¶WLW (1i). 6RLW¶V
about their own boundaries? ,W¶VWKHLUJURXSDVZHOOLVQ¶WLWLW¶VWKHLUDUHD
LW¶VWKHLUYLVLRQIRUZKDWWKH\ZDQWWRGRKere, within their camp (10e) so 
ZH¶UHJLYLQJLWRYHUWRWKHP,W¶VQRWOLNHZDONLQJLQWRDVFKRRO\RX¶UH
walking into a set, a classroom with four walls, and the doors and the 
rules already in place 
(9d)
. They have no um say in most of the stuff there 
but KHUHLW¶VWKHLUYRLFHLVQ¶WLWZH¶UHDWHDPDFRPPXQLW\VRZHKDYHWR
work together 
(1i)
. 
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5. What, in your view, could be factors which stop these aims being met? 
As in government wise? Any factors really. Yeah, the only thing that I 
think can hinder it is the government and the school 
(11f)
. ,WKLQN\¶NQRZ
LW¶VQRWZRUNLQJDQGXPVRPXFKHPSKDVLVQRZLVSXWRQH[DPVDQGXP
LW¶VJRWWDEHGRQHWKLVZD\DQGWKDWZD\WKH\¶UHGULYLQJLWGRZQWKHLU
QHFNVDQGLW¶VQRWZRUNLQJ<¶NQRZWKHVHNLGVQHHGDQRXWOHW And it is 
working for them, it works for the majority of them 
(11f)
.  
 
6. What other forms of outdoor learning have you experienced? How does Forest 
School compare to this? 
,W¶VWKHROGFXUULFXOXPTXHVWLRQLVQ¶WLWRXWGRRUOHDUQLQJLVOHDUQLQJ
outdoors but ZLWKDZD\PRUHIRFXVRQWKHFXUULFXOXPGRWWLQJWKH,¶VDQG
FURVVLQJWKH7¶VLWLVVWLOORXWGRRUDQG,HQMR\GRLQJWKDWEXWPRVWO\LWLV
LQVFKRROJURXQGVVR\RX¶YHVWLOOJRWWKDWXPFODVVURRPIHHOWRLWHYHQ
WKRXJKLW¶VRXWGRRUVDQG,NQRZDORWRIIRrest schools are on school 
JURXQGVEXWWKH\¶UHDVHSDUDWHHQWLW\ZKHWKHULW¶VZRRGRULW¶VDGLIIHUHQW
HQYLURQPHQW$ORWRIRXWGRRUOHDUQLQJLQPRVWRIWKHVFKRROV,¶YHEHHQWR
takes place mainly in the playground or takes place outside the classroom 
in DOLWWOHDUHDRUVRPHWKLQJVRLW¶VVWLOORXWGRRUVLW¶VVWLOOEHQHILWWLQJWKHP
LW¶VKDOIZD\WKHUHWRIRUHVWVFKRRO6RLW¶VJRWWKDWGLIIHUHQWIHHOWRLW
\RX¶YHJRWWKHGLIIHUHQWZKHUHDVKRZFDQ,VD\HYHU\WKLQJZLOOEHGRQH
already, if you have to build a raft for instance, that was their 
PDWKHPDWLFDOFKDOOHQJHRUWKHLUVR\RX¶UHJHWWLQJWKHPDWKVLQWRLWDQG
FRPPXQLFDWLRQEXWDOOWKHVWXII¶VWKHUHZKHUHDVDW)RUHVW6FKRROLI\RX
GLG\RXNQRZVRPHWKLQJOLNHWKDWLW¶VVWDUWWRILQLVK\RX¶YHJRWWa go out 
DQGFRSSLFHWKHZRRG\RX¶YHJRWWRJRRXWDQGPHDVXUHLW,W¶VWKHIRFXV
LVQ¶WVROHO\RQWKHPDWKVPDWKVZLOOFRPHLQWRLWDQG\RX¶OOSUREDEO\JHW
other stuff into it as well without them knowing 
(6d)
. I think outdoor 
learning all of the kids know they have the understanding, this is the 
OHVVRQWKLVLVZKDWZH¶UHJRLQJWRGRWKLVLVZK\ZH¶UHGRLQJLW6RLW¶VD
lot more structured and explicit? Yeah, yeah.  
 
7. How important on a scale of 1-10 is the role of Forest School leader to the 
success of the programme?  
,WKLQNGHILQLWHO\LW¶VLW¶VJRWWDEH)RUHVW6FKRROOHDGHUV,¶YHPHW
DUHWKHVDPHVRUWRIXPIRFXVRQZK\WKH\¶UHGRLQJLWDQGZHGRQ¶WUHVW
ZHDOZD\VSXVKLWIXUWKHUDQGSXVKLWIXUWKHU,ZRXOGQ¶WVD\ZH¶UHDQWL-
establishment EXWWKHUH¶VDZD\IRUZDUGWKDWZHDOO,WKLQNZHDOOEHOLHYH
LVWKHULJKWZD\WRJRDQGLW¶VZRUNLQJIf you were involved in the 
recruitment for another Forest School leader, what kind of skills, experience 
and attributes would you look for? Which are the most important (3 or 4) 
factors? )LUVWDQGIRUHPRVW,JXHVVLW¶VWKHLUEHOLHIVDQGWKHLUDWWLWXGH
WRZDUGVZK\ZH¶UHGRLQJLW\RX¶YHJRWWDNQRZZK\ZKDWDUHWKHEHQHILWV
WKHFKLOGUHQDUHJRLQJWRJHWRXWRILWDQG\RXUVHOIREYLRXVO\,W¶VQRWVR
much um - LW¶VKDUGIRUDWHDFKHUWREHD)6/,WKLQN,¶YHZRUNHGZLWKD
ORWRIWHDFKHUVLQWKH)6HQYLURQPHQWXPZKHUHLW¶VP\VHVVLRQ,¶PWKH
FSL for that half a day or a day, and they find it hard to let go. 
Constantly watching the children do this and do that, telling them this 
ZKHQ,LW¶VKDUGIRUWKHP (10c). Because, in the classroom they have that 
VWUXFWXUHWKHNLGVVLWGRZQ\RXVWDQGXS\RX¶UHWDOOHUWKDQWKHP\RX¶UH
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DELJJHUSHUVRQ\RXWHOOWKHPWRGRWKLVWKLVWKLVDQGWKLVWKDW¶VZKDW
\RX¶OO GRDQGLI\RXGRQ¶W\RXNQRZ\RXIDFHWKHFRQVHTXHQFHV:KHUH- 
DVDIRUHVWVFKRROOHDGHU\RXGRQ¶W\RXVLWDWWKHVDPHOHYHO\RXWDONWR
WKHPDWWKHVDPHOHYHO\RX¶UHDWZKHUHWKH\¶UHDW (7e). 62LW¶VDERXW
somebody who can step back? <RX¶YHJRWWDEHDEOHWRGRWKDW\RX¶YHJRWWD
be able to be a bit more mellow, be a bit more non-pushy 
(10c)
. The kids 
will take you where they wanna take you. You can sway them somewhat 
EXWXPLWLVFKLOGOHGDQGWKDW¶VWKHGRZQIDOO,ILQGRIWHDFKHUVWKH\GRD
great job in the classroom but unfortunately this is our classroom out 
KHUHDQGLW¶VDELJFODVVURRP<HDKWKHIRFXVLVPRUHRQWKHFKLOGUHQ,W¶V
child led 
(1d)
. In terms of their experience what would you look for in a FSL? 
Erm, just some experience in the outdoors I guess and working with the 
W\SHRIFKLOGUHQZKDWHYHUW\SHRIFKLOGUHQ\RX¶UHZRUNLQJZLWK6RPXFK
RILWWKHUHLVDGLIIHUHQFHZLWKWKHW\SHRIFKLOGUHQZH¶UHZRUNLQJZLWKVR
the year 11s have got capabilities are of mainstream school, to working 
ZLWK\HDUROGVZKR¶YHJRWVSHHFKDQGODQJXDJHSUREOHPVEXWWKH\FDQ
all do it, they all take part and all be successful you just have to adapt it. 
You have to have a clear mind I think and an open mind.  
 
8. What helps a Forest School leader to run a successful programme? What 
hinder them? :KDWNLQGRI«"Features, like the support of the leadership 
WHDPUHVRXUFHVWKHFKLOGUHQLQYROYHG«<HDK\RX¶YH«VRWKHRQHWKDW,¶P
PDNLQJQRZLQRXUQHZVFKRROZKLFKKDVQµWEHHQEXLOW\HWEXWLW¶VFRPLQJ
\RX¶YHJRWWDKDYHWKHVXSSRUWRIWKH6/7EXW\RX¶YHJRWWRDOVRKDYHWKHP
WRVWHSEDFNFX],ZDQWZKDW,ZDQWGRZQWKHUH$QGWKH\¶YHJRWWRKDYH
HQRXJKDERXWWKHPWRVD\\HDKLW¶V\RXUVGRZKDWHYHU\¶NQRZ,ZLOO
make it ZRUN,NQRZWKDWVRWKH\¶YHJRWWDOHDYHPHEXW\RXQHHGWKDW
support initially 
(10a)
. 5HVRXUFHV\RXGRQ¶WQHHGWKDWPXFKWRPDNHLW
VXFFHVVIXOLW¶VPRUHWRGRZLWKthe environment and keeping it as it is 
somewhat and from the birds what I can hear now to all the vegetation 
DQGWKHOLIHWKDW¶VWKHUHWKHNLGVFDQOHDUQDORWIURPWKDW (6a). So, um the 
VXSSRUWLVWKHUHEXWLWQHHGVWREHLQWKHEDFNJURXQG,W¶VPLQLPDOVWXII
that you need to make a successful FS, I think, you know.  
 
9. In your opinion, what effect does Forest School have on the young people 
involved? Can you give me some examples to illustrate your thinking, please? 
Massive effect, absolutely, I wish I would have had that change when I 
was a kid. I had it somewhat but out of school because I lived next to a 
ZRRGVR,ZRXOGVSHQGP\OLIHLQWKHZRRGVEXWWRPHLW¶VDPDVVLYHHIIHFWV
for the children that I've already worked with that have gone onto um 
successfully make something of their life, if you take into account that 
predominantly one chiOGZKHQKHOHDYHVXP\HDULW¶VSUREDEO\WDJJHG
RULQDFHOOZLWKLQWKHILUVWFRXSOHRIZHHNV7KDW¶VRXUVWDWLVWLF$QGLW¶V-
ZH¶YHJRWDORWRIYXOQHUDEOHFKLOGUHQDQGWKDWVRWRWXUQURXQGDQGKDYH
one each year or maybe two that have done something, some successful 
\HDUVZH¶YHKDGRUWKDWKDYHJRQHRQDQGGRQHVRPHWKLQJDQG
stopped out of prison and trouble, but gained a career. And to see them 
afterwards erm if they come in and they see us which a couple of them do 
and say its because of what we did down there we enjoyed it, blah blah 
EODK\¶NQRZDQGWRPHLW¶VJRWDPDVVLYHHIIHFWRQWKHPDQGLIZHFDQ
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VRFLHW\DVDZKROH«,QRWLFHGWKDWDOZD\VWRRNWKHPIURP\RXQJLQ
PDLQVWUHDPVFKRROVDQGZKHQWKH\¶UHJRLQJRIIWKHUDLOVDELWIURP-16 
but WKHUH¶VQRWKLQJLQWKHPLGGOH$QGWKDW¶VZK\LQP\VFKRRO,¶YHWULHG
WRVD\VDLGORRN\¶NQRZZHQHHGWRFDUU\WKLVWKURXJKDVPXFKDVZHFDQ
DQGWKHPRUHYXOQHUDEOHRQHVZRUNDELWKDUGHURQWKHP%XWLW¶VD
PDVVLYHLPSDFWLW¶VPXFKPRUHUHOD[HGDQGLW¶s a bit more erm, you see 
\RX¶UHJRLQJWRKDYHDELJJHULPSDFWRQWKHLUOLIHVRLIWKH\KDYHQ¶WJRWWKH
opportunities at home, all the sort of stuff like that 
(9b)
. 6RLW¶VDERXWJLYLQJ
them opportunities for the future and skills? Oh yeah I mean, yeah and 
WHDFKLQJWKHPWKHUH¶VVRPHWKLQJRXWWKHUHWKH\FDQGRVRPHWKLQJLQWKH
garden or do something with horticulture, be a gardener, they can do 
that, they might not be able to work in a bank but they can physically do 
something and make a difference to their own lives 
(6g)
. 
10. Would you expect to see all of these outcomes (summarise outcomes from 
Q9) for each child? If not, what do you think any differences might be based 
on? 
,ZRXOGQ¶W\¶NQRZ\RX¶UHQRWJRLQJWREHVXFFHVVIXOZLWKHYHU\FKLOG
\RX¶GOLNHWREHEXWLQWKHZRUOG\RX¶UHQRWJRLQJWREHVRPHDUHVWLOO
JRLQJWRWKH\¶OOJRGRZQDSDWKZKHQWKH\OHDYHJHWLQZLWKWKHZURQJ
crowd and that 
(11e)
. What do you think those differences might be based on? 
Obviously, some uncontrollable elements like home life, their friends, the 
environment around them 
(11d)
. Hopefully, erm, they can still pull through 
DQGWKLQNZHFRXOGGRWKLVDQGZHFRXOGGRWKDWLW¶VHOHPHQWVWKDW,FDQ¶W
,¶YHJRWQRXP,FDQ¶WPDNH«\HDK,PHDQZHFDQGRZKDWZHFDQGR
here but wKHQWKH\OHDYHZH¶YHJRWQRFRQWURORYHUWKHPLW¶VWU\LQJWR
PDNHDGLIIHUHQFHKHUHZKLOHWKH\¶UHKHUH (11e). You know? 
 
,¶YHEHHQUHDGLQJWKHH[LVWLQJUHVHDUFKDURXQG)RUHVW6FKRROZKLFKLVPRVW
often with younger children and have found that it talks about some common 
RXWFRPHVVRPHRIZKLFK\RX¶YHDOUHDG\PHQWLRQHGLIWKH\KDYH,ZRXOG
really like to explore these areas in more detail with you please, and find out 
whether you think these effects for young children are the same or different to 
what you have seen happening for your group.   
 
11. Do you think going to Forest School affects the confidence of these young 
people? If so, how? 
They all gain in confidence, all of them 
(1b)
. Um. What exactly do you think 
is happening down here to make that change? 7RPDNHWKHFKDQJHLW¶V
WKH\¶UHWU\LQJQHZWKLQJVHYHQWKH\RXQJHURQHVHDFKWLPHZHKDYHWKHP
GRZQKHUHWKH\¶OOWU\VRPHWKLQJQHZRUWKH\¶OOZDQWWRWU\VRPHWKLQJQHZ
DQGLW¶VJUHDW at the end of the sessions when you talk to them, especially 
the younger ones, can we do this next week, can we have a go at that 
(1a)
. 
But the older ones they wanna try a new piece of furniture to build this, 
DQG\RX¶OOSUREDEO\DVNWKLV,GRQ¶WNQRZEXW later on, LW¶VRNWRPDNH
mistakes 
(1h)
 and if you can get that through to the younger ones and the 
SURJUDPPHVKRXOGEHDORWORQJHUWKDQKDOIDWHUPDQGWKDW¶VZK\we 
bring the older children out here for the year 
(1b)
 and back in school I 
work with some of them for the year. Who the headmaster wants me to 
ZRUNZLWKSUHGRPLQDWHO\LW¶VQRWDVKRUWIL[WKH\QHHGWRNQRZLW¶VRNWR
PDNHDPLVWDNHZHPDNHPLVWDNHV7KDW¶VWKHSUREOHPZLWKDGXOWVWKH\
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GRQRWHYHUZDQWWRVKRZWKH\¶YHPDGHPLVWDNHVHVSHFLDOO\ a teacher in a 
FODVVLIWKH\¶YHGRQHVRPHWKLQJZURQJWKH\¶UHQHYHURSHQ+HUHZH¶UH
RSHQZH¶OOFDUYHDSLHFHRIZRRGLWEUHDNVZHWKURXJKLWDZD\6RWKH\
can see we do it, so they can do it. And then, from that their confidence 
ULVHVEHFDXVHWKH\¶OOWU\VRPHWKLQJNQRZLQJWKDWLILWJRHVZURQJZH¶UH
not going to tell them off and they can throw it away and get another 
SLHFHRIZRRGDQGWKDW¶VWKHZD\LWVKRXOGEHLQDQ\WKLQJWKDWWKH\GR
$QGEHFDXVHEHFDXVHZH¶UHOLNHWKDWDQGWKH\VHHXVPDNHPLVWDkes and 
VHHXVQRWXP\¶NQRZWKURZDSLHFHRIZRRGDFURVVDQGGRWKLVRUVPDVK
WKLVWKH\GRLWDQGEHFDXVHWKH\GRLWWKH\¶OOWKLQNRK,¶OOGRWKLVQH[WWLPH
DQGFDQ,KDYHDJRDWWKDW<¶NQRZ (1h).  
 
12. Do you think there has been any impact upon their social and emotional 
development? If so, how?  
Yeah I mean I work with a couple of people down here, as in them, 
talking to each other? <HDK«,W¶VWKHEHVWSODFHLQWKHZRUOGIRUWKHPWR
WDONDERXWWKLQJVWKDWWKH\ZRXOGQ¶WWDONDERXWLQVFKRROWRDQ\RIWKH
staff and the therapists. I guess -  ,¶YHKDGDSDUHQWFRPHRXWWRPHD
certain child that lives with mum and another lady but never say 
anything about the situation, ever, not even to his mom and or his moms 
partner and then in the wood the one day he just turns round and tells me 
his life story in a 5 min sort of flurry of words and when I told his mom 
VKHFRXOGQ¶WEHOLHYHLWVKHVDLGKH¶VQHYHURSHQHGXSWRDQ\ERG\DQG,
VDLGLW¶V\¶NQRZLWLVWKDWHOHPHQWRIRSHQQHVV (9h). 
 
13. Any impact on language and communication skills? If so, how? 
<HDKKRZWKH\DJDLQLW¶VQRWLQWKHFODVVURRPLVLWVRXPyeah they come 
RXWZLWKZRUGVDQGWKHUH¶Vno pressure so again even with speech they 
can be trying to find a word but not know what the word is but you never 
hold XS\RXUKDQGLQFODVVDVLW¶V WKDWRUWKLVWKLVWKH\ZRXOGQ¶WGRWKDWLQ
FODVVEHFDXVH\RX¶YHJRWWKHSUHVVXUHIURPWKHWHDFKHUDQGSUHVVXUHIURP
their friends and other people in the class but out here they would 
(3f)
. 
7KH\¶YHJRWWKHVSDFHWRWDNH\RXDVLGHRUNQRZLQJWKDWZH¶UHDOODWHDP
DQGZH¶UHQRWJRLQJWRVD\DQ\WKLQJVRDQGWKH\FDQFRPPXQLFDWHDORW
7KH\¶UHPRUHUHOD[HGEDVLFDOO\ZKHQ\RX¶UHPRUHUHOD[HG\RXU
FRPPXQLFDWLRQIORZVDELWHDVLHUGRHVQ¶WLWVR\HDK,PHDQLWLPSURYHV
that
(3c)
.  
 
14. Any impact on motivation and concentration? If so, how? 
<HDK,¶YHKDGPDVVHVRIXPKRZZRXOG\RXSXWLWWKHLQVWDQFHLVWKHRQH
lad, RQHODGZKR,¶YHEURXJKWRXWKHUHIRU\HDUVEHFDXVHKH¶GJRQHIURP
hiding under the table at school attacking people, and erm just losing the 
plot every so often, to coming out here and we noticed a big improvement 
with his behaviour 
(9d)
 and um and his motivation in school because at the 
start we were bringing him out here on a Friday so his motivation was to 
get to Friday without doing something really silly and, y'know them 
VD\LQJ\RXFDQ¶WFRPHRXWZKLFKZHGLGRQFHDQGWKDWUHDOO\PDGHKLP
sit up and think because he loved it out here. So he was motivated during 
the week to get here on a Friday 
(9f)
 and we kept bringing him out here 
DQGKHZDVIDQWDVWLFKLVFRQFHQWUDWLRQ«ZHGLGDERZGULOOZKLFKHYHQ
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WKHH[SHUWVVRPHWLPHVLWGRHVQ¶WZRUNLWFDQWDNH\RXDQKRXULWFDQWDNH
\RX«ZKDWHYHU+HZDVWKDWDGDPDQWKHZDQWHGWRGRLW,VDZWKLVJX\
sweat for 3 hours, for 3 whole hours before he did it 
(4b)
. So he really 
persevered at that? It was amazing. When I took him back in school they 
FRXOGQ¶WEHOLHYHLWEHFDXVHWKLVZDVDJX\ZKRWKUHH\HDUVDJRZRXOGQ¶W
have took 3 minutes before he threw it anGWKHQZRXOGKDYHµ,ZDQWWRGR
VRPHWKLQJHOVH¶VRWKLVLWGRHVZRUN (4b). :H¶YHKDGOLWWOHLQVWDQFHVZKHUH
\¶NQRZLWFRXOGEHWZRZHHNVWKH\¶YHZRUNHGRQIRUWZRZHHNVWKH\¶YH
EHHQPRWLYDWHGDQGWKH\¶YHSHUVHYHUHGZLWKLWDQGWKH\¶YHEHHQSDWLHQW
where wKHQWKH\ILUVWFRPHRXWWKH\¶UHZDQWLQJLWGRQHQRZLQDQKRXU
DQGLILWZDVQ¶WWKH\¶GVPDVKLWDQGGRVRPHWKLQJHOVH6R\HDKLWGRHV
ZRUNLW¶VPDVVLYHDJDLQWKDW¶VDQRWKHUUHDOO\ELJWKLQJ (4b). So you think 
WKH\¶UHWKLQNLQJLQWKHLUPLQGV,¶YHJRWWKH WLPHWRGRWKLV«"It all comes 
DJDLQIURPHYHU\WKLQJJHOVWRJHWKHULW¶VVHOI-HVWHHPWKH\¶UHSURXGRI
ZKDWWKH\¶UHGRLQJXPWKHUH¶VQRSUHVVXUHWKHUH¶VQRWLPHOLPLWDVVXFK
\RXNQRZ\RX¶UHQRWLQDPLQXWHOHVVRQVDQG\RX¶YHJRWWDJHWWR\RXU
next oQH\RX¶UHKHUHIRUWKHGD\WKHUH¶VQRSUHVVXUHIURPXV7KH\NQRZ
if it goes wrong they can start it again 
(4e)
. Erm, help is always there and 
VRHYHU\WKLQJWRGRFRQQHFWLQJWR)6KHOSVHDFKRWKHURXW,W¶VQRWRQH
HOHPHQWLW¶VORWVRIGLIIHUHQWHOHPHQWV DOOWRJHWKHUWKDW¶VZKDWWKDWZK\LW¶V
VRVXFFHVVIXO<RXNQRZWKH\DOOMXPSRQHDFKRWKHU¶VEDFNDQGULGHDORQJ
together. 
 
15. Has it had any implications for their physical skills? If so, how? 
Yeah I mean I er a girl with cerebral palsy, um we all like to to help each 
other ZH¶UHDWHDP (2e) so if WKHUH¶VZKHHOEDUURZVDQGNLGVWKHPDWKV
comes into it 
(6d)
 they have to work out whose going to push it where all 
WKHZKHHOEDUURZVDUHWKHVDPH6RPHSHRSOHGRQ¶WOLNHWKHSK\VLFDOWKDW
VRUWRISK\VLFDOZD\EHFDXVHWKH\¶YHJRWWRSXVKDZKHHOEDUURZGRZQ,
GRQ¶WZDQWWRSXVKLWGRZQWKDW¶VWRRWLULQJRUZKDWHYHU. But this girl with 
CP in her one arm - fantastic, you know when they see her push the 
EDUURZGRZQDQGVKH¶VGHWHUPLQHGVKHPD\KDYHWRSXWLWGRZQ-60 
times and have a rest but the determination and willpower that is there to 
GRLWDQGZKHQ\RX¶YHJRt that, the other kids look at her and think she 
can do it, I can do it. And again from having your some sort of overweight 
kids here, instead of being sat in a classroom behind a desk for 40 mins 
IRUKRXUVDGD\ZKDWHYHUWKH\GRWKH\¶UHRXWKHUHDFWLve (5c). Whether 
LW¶VMXVWZDONLQJDURXQGWKHZRRGZDONLQJIURP\¶NQRZRQHWUHHWR
DQRWKHULW¶VSK\VLFDO (5c), and WKH\¶UHRXWLQDOOHOHPHQWVZKHWKHULW¶V
VQRZLW¶VJUHDWIRUWKHP (4d). 6RLW¶VDERXWWKDWRSSRUWXQLW\WRXVHWKHLU
bodies? <HDKWKH\¶UHnot going to walk a lot round the classroom but out 
KHUHLW¶VOLPLWOHVV\RXMXVWNHHSJRLQJ$QGEHFDXVHLW¶VQRWD3(OHVVRQ
DJDLQLW¶VWKDWOHVVRQWKLQJLVQ¶WLW\RX¶YHJRWWDGRWKLVLQ3(\RX¶YHJRWWD
UXQKHUH7KH\KDYHQ¶WRXWKHUHWKH\IHHOPRUHUHOD[HGVRWKH\¶UHJRLQJWR
walk more 
(5c)
.  
 
16. Has their knowledge and understanding been affected? If so, how? 
.QRZOHGJHDQGXQGHUVWDQGLVDQRWKHUELJWKLQJZKHWKHULW¶VOLIHVNLOOVRU
PDWKV(QJOLVKKLVWRU\DQ\WKLQJWKHLUNQRZOHGJHEHFDXVHWKHUH¶VQRW
RQHVHWWKLQJWKDWZHWDONDERXW:KHQ\RX¶UHVDWURXQGWKHILUHZKHWKHU
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WKHUH¶VNLGVNLGVNLGVWKH\ talk about different things and one 
WKLQJUROOVRQWRDQRWKHUDQG\¶NQRZ\RXFDQVWLOO\RXWRXFKXSRQ
FXUULFXOXPVWXIIKLVWRU\JHRJUDSK\EXWLW¶VDOVROLIHVNLOOV (6d). I had a 
child that was leaving school in 3 weeks, been through the whole system, 
hadn¶WJRWDFOXHZKDWPRUWJDJHRYHUGUDIWWKH\DOOWKLQNWKHVDPHRK
\¶NQRZ,¶OOEX\DFDUJHWDKRXVHKDYHQ¶WJRWDFOXHDERXWOLIHLQJHQHUDO
VR\RXWDONDERXWGLIIHUHQWWKLQJVVR\RXNQRZWKDW¶VDQRWKHUELJHOHPHQW 
(6b)
. 6R\RXKDYHQ¶WJRWWKDWVHWDJenda about what to talk about? No, yeah and 
then it will roll onto something else, it will talk about um we did one about 
a kid said, will an egg explode if you put it on the fire? So, we got Science 
LQWRLW:H¶OOWDONDERXWZK\ZRXOGLWH[SORGHVRZHWalked about why it 
would explore, that went on for some reason it went all the way through 
systems of - we ended up with water, we were talking about water 
(6k)
 so, 
there LVQRDJHQGDZHQHYHUNQRZZKHUHWKH\¶UHJRLQJWRWDNHD
conversation it could last IRUPLQXWHVLWFRXOGODVWIRUDQKRXU:H¶YH
KDGVRPHJUHDWRQHVRQWKHUR\DOIDPLO\DQGZHFRXOGQ¶WIRUWKHOLIHZRUN
out how he got there but the kid was so intrigued talking about everything 
LWZDVEL]DUUHVR\HDK\RX¶YHJRWDOOWKDW (6k). 
 
17. Psychological well-EHLQJLVOLQNHGWRKDSSLQHVVVDWLVIDFWLRQZLWKRQH¶VOLIH
and the absence of mental health problems. Do you think Forest School has 
KDGDQ\LPSDFWXSRQWKH\RXQJSHRSOH¶VSV\FKRORJLFDOZHOO-being? If so, 
how? 
Yes, yeah I mean it does, I mean ,¶Ye had year 11s- when you bring 
SULPDU\GRZQDQG\RXVHWXSDURSHFRXUVHWKH\¶UHVFUHDPLQJDQG
laughing and that. If you take the y11s over to that  - their site -  they will 
SOD\OLNHOLWWOHFKLOGUHQ7KHUH¶VQRWDSUHVVXUHVRWKH\ZLOOSOD\OLNHOLWWOH
children, 16 year old kids on a rope course giggling and laughing exactly 
the same as if they were 5 or 6 years old 
(9g)
. $QG«VR\RX¶YHJRWWKDW
element in with it and their childhood is all to easily taken away and even, 
\¶NQRZDWZKHQZH¶YHEHHQZH¶Ye been down here with groups and 
ZH¶YHEHHQWDONLQJDERXWVWXIIOLNHWKLV-LW¶VPHPRULHV(YHU\WKLQJWKDWZH
do here, hopefully, is gonna go into their heads and stop there and they 
FDQZKHWKHULWVZKHQWKH\¶UHRUWKH\¶UHLQDGDUNSODFHWKH\FDQ
tKLQNDERXWDQGWKLQNEDFN6RPHWKLQJ¶VJRLQJWRUHPLQGWKHPDWUHHD
scream, a piece of rope or something, oh I remember doing this, I think 
LW¶OOZRUNWKDWZD\,WKLQNLW¶VJUHDWDVLWZDVIRUPH:KHQ,WKLQNEDFN
WRP\FKLOGKRRGWKHUH¶VDOZD\VWKLQJV around me I see, people around me, 
names or smells. I think they get that every time they come down here. So 
hopefully if they are in a dark place, it will pull them out of it. 7KDW¶VUHDOO\
interesting ± ,KDGQ¶WWKRXJKWDERXWZKHQWKH\ZHUHROGHU 
 
18. Are you aware of whether the Forest School experience has impacted upon 
DQ\RWKHUDUHDVRIWKHFKLOG¶VOLIH",IVRKRZ" 
1RLW¶VDZKROHJHQHUDOZHOOEHLQJRIWKHFKLOGLVQ¶WLWIURP\RXUSK\VLFDO
WR\RXUPHQWDOWRDSSUHFLDWLQJSHRSOHDQGZKDW¶VDURXQG)RUHVt school 
gives every- DWVFKRRO\RXKDYHQ¶WJRWWKHWLPHLW¶VWRRVWUXFWXUHG (9d) LW¶V
all about figures its all about pushing it. To me now schools are an 
LQGXVWU\WKH\¶UHDEXVLQHVVLW¶VQRWKRZLWXVHGWREH-30 years ago. 
Forest school is that outlet where we can still get exams for the ones that 
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FDQ)RUWKHRQHVWKDW,WHDFKRXWKHUH,EULQJRXWKHUHIURP\¶NQRZWKH
GLVDEOHGNLGVLW¶VH[SHULHQFHV- they should have the experiences the same 
as everybody else, we just do it in a different way. It is, you know, I think 
LWKLWVRQHYHU\WKLQJ7KHUHLVQ¶WRQHFHUWDLQWKLQJVWKDWPDNHVIRUHVW
VFKRRODIRUHVWVFKRROLW¶VDORDGRIWKLQJVWRJHWKHU<RXFDQWDNHVRPHRXW
DQGWKHUHZLOOEHJDSVEXWLW¶OOVWLOOEH)RUHVW6FKRRO:KHUHDVWRPH
school is a school, in a nutshell. A school. Every Forest School, every 
leader is slightly different, every session is slightly different, every 
environment that they do it in is slightly different. 
 
19. Has observing the young people here altered anything about your view of 
them ± I know you see them in school aswell? If so, how? 
(UPEHFDXVHRIWKHMREWKDW,GLGEHIRUHLQEHKDYLRXUWKDW¶VZK\,WKLQN
,OLNHG)6VRPXFK%HFDXVH,GLGQ¶WUHDOO\OLNHWKHVFKRRO,GLGQ¶WUHDOO\
\¶NQRZ,IHOWSUHVVXUHGDWVFKRRODVZHOOand the role I was in before I 
VWDUWHG)6LWZDVZKHQWKH\NLFNHGRIILQWKHFODVV,¶GWDNHWKHPWRRQH
VLGHZH¶GJRIRUDZDONLQWKHZRRGDQGLWZRUNHGLW¶GWDNHWKHLUPLQGRII
it, FDOPWKHPGRZQDQGWKDW¶VZKDW)6LVDERXW (9a). $QGWKDW¶VZKDW,
thouJKW,¶YHJRWWDZRUNLQWKLV,¶YHJRWWDGRWKLVRQHGD\DZHHN,¶YHJRW
a supportive head so suddenly one day a week, three days a week out in 
Crow¶V:RRGKHUHDQGWKHQGD\VLQVFKRRODQGWKHQZKHQZHEXLOGLW
WKHQHZVLWH\¶NQRZKH¶VJRWVRPHODQGIRr me. I just think it hits upon 
HYHU\WKLQJWKDW¶VFKLOGKRRG:HWDNHHYHU\WKLQJWKDW¶VFKLOGKRRGZKDW¶V
childhood now? In school ± RUSDUHQWVDUHKLJKSUHVVXUHGVRWKH\¶UH
ZRUNLQJVWUDLJKWLQWRVFKRRODOOWKHZD\WKURXJKWR\RX¶YHJRWWDGR
this \RX¶YHJRWWDGRWKDWEHFDXVHZKHQ\RXOHDYH\RX¶YHJRWWD\¶
NQRZ«LW¶VVRKDUGLVQ¶WLWQRZDGD\V",W¶VDKDUGOLIHIRUWKHPSo do you 
think, because you see them in school and out here, do you see them 
differently? They have a lot more respect for you, for me generally. Is it 
the way we treat them? Is it the way we speak to them? Is it because we 
understand them? Is it because we take time to understand them? We 
have the time to listen to them. I certainly think sometimes they have a 
voice but nobody wants WROLVWHQZKHWKHULW¶VVFKRROZKHWKHULW¶VD
SUHVVXUHRUZKDWHYHUEXWZH¶YHDOZD\VJRWWLPHWROLVWHQRXWKHUHVRLI\RX
give them that bit of time I think you get a lot more respect off them than 
HUP&HUWDLQO\ZKHQ,¶PLQVFKRROWKH\VHHPHGLIIHUHQWO\ to other people 
(7a)
. 
 
20. Is there anything else you think I should know about the impact of Forest 
School? 
No I mean, you know yeah, you know what our views are of forest school. 
If I could change anything and say to Michael Gove or whatever, this has 
got tREHGRQHLWZRXOGEHWKDWHYHU\FKLOGJHWVDFKDQFHEXWGRQ¶WWDNHLW
DZD\IURPWKHPDIWHUWKH\¶UH\HDUV'RQ¶WSXOOLWRXWDQGKDYHWKDW
JDSDQGWKHQZKHQWKH\¶UHRUWKLQNZHOOWKH\¶UH\NQRZ,W¶V
worthwhile you can get the curriculum in theUHDVD)6/,ZRXOGQ¶WOLNH
WRSXVKWKDWEXWLW¶VWKDWJDSWKDW¶VPLVVLQJ:HVKRXOGEHGRLQJWKLVOLNH
LQ+ROODQG'HQPDUN6ZHGHQZHVKRXOGEHGRLQJLWDOOWKHLUOLIH,W¶VKDOI
a day ± just keep it up and keep it going. You know? 
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21. How would you like to receive the results of this study? How do you think I 
could best let parents and the young people know about the results of this 
study? 
:KDWHYHU¶VHDVLHVWIRU\RX6SHDNWRWKH6/7LQVFKRRODERXWKRZWRWHOO
parents. 
Thank you very much for your participation. Do you have any questions for 
me? No.  
 
 
Appendix 8.7 Participant C (Teaching Assistant) 
 
1. Introductory explanation ± Thank you for agreeing to be interviewed for this 
study. I am interested in your views about the Forest School programme. 
There are no right or wrong answers, and please answer as honestly and freely 
as you can.  I am trying to really pin down what exactly is happening ±what 
you think is happening at Forest School so please, feel free to take your time 
to consider your answers. You will not be identified as having been involved 
in this research. Can you confirm for the record that you have given your 
permission for this interview to be recorded? Yes I have. 
 
2. How long have you have been involved with the Forest School programme? 
Only this last, well since September, so the last school year. What led you 
to become a Forest School leader (or involved in this programme for TA)? 
Because the class that were going to Forest School on a Thursday I was 
following them around in school so it was automatic that I followed them 
at Forest School 
(10b)
. What experience do you have with pupils with special 
needs? Only from here um I started in 2009 um prior to that one I was 
doing a special need social inclusion degree, I set up a youth club with 
children in need funding for three years and they were very similar 
children from er sort of impoverished areas from X and X, which feed 
this school. What age ranges have you worked with? In the youth club 
setting anything from 5-XPKHUHLW¶VPDLQO\<HDUVXSZDUGV1RW
primary anyway.  
 
3. What, in your view, are the aims of Forest School? 
,WKLQNLW¶VWREULQJSHRSOHZKRGRQ¶WOLNHFODVVURRPVHWWLQJVDQGKDYHWR
adhere to writing work, reading work, a different way to express that 
they can achieve 
(1a)
. Anything else come to mind? Erm, no.  
 
4. What do you think are the distinctive features of Forest School which enable 
those aims to be met? 
<RX¶UHQRWLQDFRQILQHGVSDFHDUH\RXLW¶VELJIUHHRSHQVSDFH (9i), \RX¶UH
not at a desk 
(1f)
, \RXGRQ¶WKDYHWRZHDUVFKRROXQLIRUP (7e), WKHUH¶VQRW
PXFKZULWLQJDQGZULWWHQZRUNDQGOLVWHQLQJLW¶VDOOYHU\UHOD[HGZHOO
HVSHFLDOO\ZLWKRXUJURXSLW¶VDYHU\UHOD[HGDWPRVSKHUH (9d). In fact I did 
note that they could sit there and chat whereas if you give them free time 
LQDFODVVURRPVHWWLQJLWMXVWJRHVDEVROXWHO\PDGDQGWKH\¶UHUXQQLQJRXW
the classroom and everything 
(9f)
. It sounds like they can cope with that 
freedom in school? 1RWKH\FDQ¶WFRSHDWDOOZLWKIUHHWLPH 
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5. What, in your view, could be factors which stop these aims being met? 
What do you mean like the weather 
(11a)
 and stuff? Anything like that, yeah. 
:H¶YHJRWRQHNLGZKRGLGQ¶WOLNHFKDQJHVRWRVWDUWRIIZLWKLW¶V,¶PQRW
JRLQJRQWKDWPLQLEXV,¶PQRWJRLQJGRZQWKHUHVR,VXSSRVHLW¶V
ZKDWHYHUWKHLUVSHFLDOQHHGLVLVQ¶W6RLIWKH\¶UHYHU\DXWLVWLFVRWRGD\
ZH¶YHJRQHVZLPPLQJDQGRQHFKLOGGRHVQ¶WZDQWWRJRLQWKHVZLPPLQJ
SRROEXWZH¶YHDFWXDOO\JHWKLPWRJRRQWKHPLQLEXVWRZKHUHZH¶UHJRQJ
QRZ,W¶Vthe same with Forest School- ,VXSSRVHLIWKH\GRQ¶WOLNHFKDQJH
DQGZH¶UHWDNLQJWKHPRXWRIWKHLUFRPIRUW]RQH:HKDYHZRUNHGRQLW
DQG\¶NQRZWKH\PRDQIRU-10 minutes now and then they carry on (11d). 
So it can be something about the difficulties that that child has which can 
sometimes stop them accessing Forest School? Yeah, yeah.  
 
6. What other forms of outdoor learning have you experienced? No, none at all.  
7. How important on a scale of 1-10 is the role of Forest School leader to the 
success of the programme? If you were involved in the recruitment for another 
Forest School leader, what kind of skills, experience and attributes would you 
look for? Which are the most important (3 or 4) factors? 
10, definitely. 7KH\¶YHJRWWDKDYHDOOWKRVHVNLOOVWKDWA and B have got. 
7KH\¶YHDOVRJRWWROLNHWKHFKLOGUHQDQGJHWRQZLWKWKHFKLOGUHQWKDW
need these sort of activities. Patience as well 
(10c)
. When you say the skills 
that R and A have got ± can you pin those down a bit for me please? Well 
WKH\¶YHGRQHDll their sort of bushcraft, their health and safety stuff, their 
fire making, their woodcarving, and all that sort of stuff, electric tools and 
all that so they sort of pass on all of that. They seem to do it as a hobby as 
ZHOODQGWKH\¶YHJRWORWVRIXP\¶NQRZVWRUHVWRWHOOWRUHODWHWR,PHDQ$
ZHQWRIIRQDFRXUVHDQGWKH\¶UHHDWLQJURDGNLOO± I mean, our kids 
WKRXJKWWKDWZDVIDVFLQDWLQJ7KH\HQMR\LWGRQ¶WWKH\\RXNQRZWKH\OLYH
breathe and eat Forest Schools and I think that rubs off on the children 
(10c)
. 6RLWQHHGVWREHVRPHERG\ZKR¶VYHU\SDVVLRQDWHDERXWWKHDFWLYLWLHV"
Yeah. I mean I joined another Forest School group to cover A and one of 
the pupils there, it was a totally different camp to ours and he had to show 
me the camp and he just regurgitated everything that B had ever taught 
him. I told B the next day and he was really chuffed, absolutely amazed.  
 
8. What helps a Forest School leader to run a successful programme? What 
hinder them?  
I think the school management team have got to be behind it ± I think 
WKH\QHHGWREHLQWHUHVWHGLQLW,WKLQNWKH\QHHGWRVHHLWDFWXDOO\,W¶VD
VKDPHWKH\FDQ¶WFRPHRXWDQGVHHWKHVHFKLOGUHQLQWKRVHVHWWLQJV (10a). In 
P\GDXJKWHUVVFKRROWKH\¶YHJRWDIDUPDQGWKHFKLOGUHQYHU\VLPLODUWR
theseWKH\FRQVWDQWO\WDONDERXWWKLVIDUPDQG,¶YHPHWZLWKWKHFKLOGUHQ
DQGWKH\¶UHGHVSHUDWHMXVWWRJRWRWKLV+LJKVFKRROWRJRDQGZRUNRQWKH
farm in that sort of environment and not be in school. Is there anything that 
hinders the running of a successful programme? ,PHDQLW¶VPRQH\LVQ¶WLW,
mean, like this High school has got it all based in their school, I mean 
PD\EHLW¶VVRPHWKLQJWKDWFRXOGEHEXLOWLQWRDVFKRROUDWKHUWKDQJRLQJ
and buying into other facilities 
(11f)
. 6RGR\RXPHDQLW¶VVRPHWKLng that 
could be done on school site or do you think it needs to be away from school? 
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,W¶VZRUNVDZD\IURPVFKRROEXW,FDQVHHLWZRUNLQJLQDVFKRROVHWWLQJDV
well, yeah definitively.  
 
9. In your opinion, what effect does Forest School have on the young people 
involved? Can you give me some examples to illustrate your thinking, please? 
:HOOLQWKLVP\SDUWLFXODUFODVVWKHFODVVG\QDPLFVKDYHFKDQJHG\RX¶YH
JRWWKHWRSGRJDQGWKHVRUWRIORZHUSHUVRQZKRJHWVSLFNHGRQLW¶V
totally changed around at Forest School 
(2a)
. Um, a lad that gets picked on, 
you know, teased for his glasses and his low ability has sort of excelled at 
)RUHVW6FKRRODQG,WKLQNLW¶VUHGXFHGDVWKHWHUP¶VJRQHRQLW¶VUHGXFHG
his bullying in the classroom 
(2i)
. :H¶YHDOVRJRWDQRWKHUSXSLOZKR¶VXP
GRHVQ¶WHQJDJHZLWKDQ\RIWKHDFDGHPLFOHVVRQVVKUXJVKHUVKRXOGHUVD
ORWEXWDJDLQVKH¶VWKULYHGWKHUHLW¶VJLYHQKHUFRQILGHQFH (1b). 6RHU«So 
LW¶VDERXWFRQILGHQFHDQGWKHFKLOGUHQVHHLQJRWKHUFKLOGUHQLQDGLIIHUHQW
light? YHVGHILQLWHO\DQGZH¶YHJRWDQRWKHUSXSLOZKRWHDVHVJLUOVDORW
\RXNQRZQDPHFDOOLQJZKDWHYHUEXWKH¶VJRWRQZLWKDIHPDOHPHPEHURI
WKLVJURXSDQG,WKLQNWKDW¶VKHOSHGLQDFODVVVLWXDWLRQDQGVHWWLQJDVZHOO 
(2c)
. Yeah, ZHDOVRZH¶YHJRWWZRPHPEHUVZKRGRQ¶WFRPHWRWKHZRRG
DQGWKHRQHODGLQWKHFODVVURRPVHWWLQJWKH\DOOJLYHLWWKHµELJ,DP¶DQG
SOD\XSWRKLPDQGHYHU\WKLQJDQGZKHQKH¶VQRWWKHUHLW¶VDWRWDOO\
GLIIHUHQWVHWWLQJRQFHZH¶UHLQ)RUHVW6FKRRODVZHOO\RXNQRZWKH\¶YH
got no one to sort of look up to and bounce off 
(11g)
. So, you know WKH\¶UH
more equal there, they are very equal and in fact the two lower ones have 
come up 
(2i)
. So your saying it has impacted upon that social hierarchy? Oh 
yeah definitely. 
 
10. Would you expect to see all of these outcomes (summarise outcomes from 
Q9) for each child? If not, what do you think any differences might be based 
on? 
,
GOLNHWRWKLQNVRHVSHFLDOO\LIWKH\¶UHWKH\¶YHJRWSDVVLRQDWHOHDGHUVOLNH
A and B. Because they do encourage them they do encourage them to try, 
DQG\RXNQRZ\RX¶UHQRWJRLQJWRIDLOOHW¶VMXVWNHHSWU\LQJ$QGPDNLQJ
ILUHVWLFNVWKH\DOOWU\DQGJHWILUHVWLFNVOLNH$DQGKHVD\VZHOO,¶YHEHHQ
GRLQJLW\HDUVDQG\HDUVDQGZKDWWKH\¶UHDFKLHYLQJLVDEVROXWHO\IDQWDVWLc 
- HYHQZKHQ;GLGQ¶WZDQQDGRLW\¶NQRZWKH\DOOWU\DQGWU\DQGGRLW
sort of thing 
(1h)
. So you think the effects are quite similar? ,WKLQNFX]LW¶V
QRWDFDGHPLF,GRQ¶WWKLQNWKH\VHHWKDW\RXFDQIDLOLW¶VQRWOLNHWKHUH¶V
going to be an exam, althRXJKZHKDYHGRQHFRXUVHZRUNZKDWHYHULW¶V
MXVWWKLQJVZHFDQWDONDERXWWKDWZH¶YHZURWHGRZQLQWKHLUFRXUVHZRUN
ERRNV,GRQ¶WWKLQNWKH\¶UHUHDOL]LQJWKHUH¶VDQDFDGHPLFDVSHFWWRLW (1h). I 
VXSSRVHWKHUH¶VSHUKDSVDELJZDOOZLWKDFDGHPLFVWXIIEXWthis is more 
practical 
(6e)
. :HWDONDERXWWKLQJVDORWDQGLW¶VRSHQHGXSDORWRIVRFLDO
conversation around the campfire 
(3a)
, you know the last few weeks we 
KDYHQ¶WUHDOO\GRQHPXFKEHFDXVHWKH\KDYHGRQHFKDLUVWKH\KDYHGRQH
ILUHEXLOGLQJWKH\¶YHGRQe this that and the other and we just sit there and 
the fact that they can just sit there is good. Because if we give them free 
WLPHZKHQWKH\MXVWZDQQDVLWWKHUHLQDPDWKVFODVVDQGWDONLW¶VKDYRF
we lose 3 or 4 of them within minutes. Whereas if they NQRZWKH\¶UH
getting free time like the last few days of term most classes will be having 
IUHHWLPHDQGWKH\ZRQ¶WFRPHWROHVVRQVWKH\¶OOEHZDONLQJDURXQGWKH
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VFKRROWKH\¶OOEHZDQGHULQJDURXQG (9d). ,WVRXQGVOLNH\RX¶UHVD\LQJWKH\¶UH
all a lot more focused at Forest School? Yeah they are and we can talk 
GLIIHUHQWO\,PHDQQRWWKDWLW¶VLQDSSURSULDWHFRQYHUVDWLRQVEXWLWLVDORW
more relaxed environment 
(9d)
, we have this little joke that what happens 
LQWKHZRRGVWD\VLQWKHZRRG%XW,GRQ¶WNQRZWKH\FRQILGHDORWPRUH
in the wood 
(9h)
. I mean one pupil who shrugs her shoulders here a lot, if 
\RXJRRIIWRFROOHFWILUHZRRGZLWKKHUVKH¶OOWHOOPHDOODERXWKHUIDPLO\
and I can learn loads from down there 
(2h)
. 6RLW¶VVRPHWKLQJDERXWRSHQLQJ
up ± would you expect to see that in other pupils as well? I think so I mean 
,¶YHEHHQZLWKWKHPLQDQGRXWVLGHRIVFKRROVEXW,NQRZ,NQRZ5KDV
KDGVRPHVLPLODUH[SHULHQFHDJDLQDVZHOOVR,¶GOLNHWRWhink that you 
NQRZLW¶VDSRVLWLYHLPSDFWDOOURXQGGHILQLWHO\ 
 
,¶YHEHHQUHDGLQJWKHH[LVWLQJUHVHDUFKDURXQG)RUHVW6FKRROZKLFKLVPRVW
often with younger children and have found that it talks about some common 
RXWFRPHVVRPHRIZKLFK\RX¶YHDOUHDG\ mentioned (if they have). I would 
really like to explore these areas in more detail with you please, and find out 
whether you think these effects for young children are the same or different to 
what you have seen happening for your group.   
 
11. Do you think going to Forest School affects the confidence of these young 
people? If so, how? 
,WKLQNWKH\ODFNFRQILGHQFHLQDQDFDGHPLFVHWWLQJEHFDXVHWKH\FDQ¶W
UHDGRUZULWHDQGWKH\WKLQNWKH\¶UHMXVWJRLQJWRIDLODQGGRQ¶WHYHQZDQW
to start tasks. Whereas if ZH¶UHPDNLQJVRPHWKLQJLW¶VDGLIIHUHQWVRUWRI
WDVNLVQ¶WLWVR\RXNQRZWKH\¶UHQRWJRLQJWRJHWLWZURQJ (1a). :H¶YH
ZDWFKHGVWHSE\VWHSDQGWKH\¶YHDOODFKLHYHGLWDQG\¶NQRZWKH\¶UH
different academic levels within a classroom setting yet WKH\¶YHall 
achieved 
(1a)
 MXVWIURPFRS\LQJVWHSE\VWHSWKLQJVWKDW$¶VGRQHSo their 
FRQILGHQFHLVLPSURYLQJEHFDXVH«,W¶VQRWDFDGHPLFWKH\¶UHVHHLQJWKDW
WKH\¶UHDEOHWRGRLWDQGGRLWZHOO (1a). And they support each other as 
ZHOO\HDKDQGWKH\¶YHVXSSRUWed me (7a) because I mean I also made this 
FKDLUDQGWKH\VDLGµFRPHRQ0LVV¶DQGWRRNRYHUDQGWKH\ZDQWP\FKDLU
now!
 (7b) 
 
12. Do you think there has been any impact upon their social and emotional 
development? If so, how?  
Yeah. Some of these that are at lower level in the classroom setting have 
VRUWRIDFKLHYHGPRUHWKDQWKHRWKHUER\VLQWKHVHWWLQJHYHQLILW¶VGRZQ
WRVRUWRIPDNLQJFDQVRUWKURZLQJVWLFNVRU\¶NQRZPDNLQJWKHVHFKDLUV
EXWKH¶VGHILQLWHO\KHOGKLVRZQWKHUHDQGKLVFRQILGHQFHKDVLPproved 
ZKLFKKDVKHOSHGKLPLQWKHVFKRROVHWWLQJEHFDXVHKHZRQ¶WEDFNGRZQWR
them now whereas he did before. 2KULJKWZRXOG\RXVD\WKH\¶UHIULHQGV
now? 7KH\¶UHIULHQGVWKHUHWKH\¶YHVWLOOJRWDQRWKHUSXSLOZKRGRHVQ¶WJR
WR&URZ¶V:RRGVRZKHQKH¶VDERXWWKH\¶OOVWDUWWDNLQJWKHPLFNH\RXWRI
this other pupil but like I said he stands up for himself now, definitely 
(2i)
.  
 
13. Any impact on language and communication skills? If so, how? 
8P,PHDQDFRXSOHRIWKHPZHUHRNDQ\ZD\7ZRRIWKHPVRUWRIGRQ¶W
ZDQWWRHQJDJHLQWKLQJVZLWKLQDFODVVURRPVHWWLQJDQG,¶GVD\WKDW¶VVWLOO
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WKHVDPHEXWQRZKHUHQHDUDV\¶NQRZZHFRXOGWU\WKHZKROHOHVVRQDQG
they sWLOOZRXOGQ¶WJHWLQYROYHGLQWKHOHVVRQLQDVFKRROZKHUHDVLWPD\EH
RUPLQXWHVWLPHRQWKHLURZQDQGWKHQWKH\¶OOMRLQLQ6RWKDW¶V
definitely changed, yeah. 6RGR\RXWKLQN\RX¶UHPRUHDEOHWRHQJDJHWKHP
in a conversation now? I suppose so, well QRZHFDQ¶WGRLWLQWKHFODVVURRP
VHWWLQJEXW,VXSSRVHLW¶VEHFDXVHLW¶VDPRUHUHOD[HGDWPRVSKHUH\RXFDQ
cajole them a bit more at Forest School 
(3a)
. ,VHHVRWKH\¶UHPRUHUHFHSWLYH
WRZKDW\RX¶UHVD\LQJDW)RUHVW6FKRRO"Yeah, yeah. Have you noticed 
anything about their vocabulary development? 0PP«QR,PHDQthey 
NQRZDOOWKHZRUGVWKHWHUPLQRORJ\WRXVHIRUWKH)RUHVW6FKRRO7KDW¶V
specific to that 
(3b)
. One of them will chat if you go off on your own 
ZKHUHDVVKHVKH¶VVRUWRITXLWHPXWHLQVFKRRO7KH\¶OORSHQXSPRUHLI
\RX¶UHRQD-2-RUVPDOOHUVHWWLQJRULI\RX¶UHVDWURXQGWKHILUHDQG
WKHUH¶VDWRSLFRIFRQYHUVDWLRQWKH\DOOVKDUHH[SHULHQFHV,PHDQVRPHRI
WKHP«<RXNQRZWKH\GRWHQGWRVKDUHPRUH (9h). %XW,ZRXOGQ¶WVD\,¶G
seen any noticeable difference in the actual language used. 
 
14. Any impact on motivation and concentration? If so, how? 
Other than one pupil, he lacks motivation he gets bored quite quickly. 
Um, that still happens in Forest School but he tends to always go back to 
stXIIDW)RUHVW6FKRRO:KHUHDVZKHUHDVKH¶VQRWPRWLYDWHGLQWKH
FODVVURRPVHWWLQJLWFDQEHµ,¶PQRWGRLQJLW¶DQGKH¶VRXWWKHFODVVURRP
It may take another two lessons to get him back in whereas there if you 
OHDYHKLPIRUDIHZPLQXWHVDQGWKHQKH¶OOFRPHEDFNURXQGKH¶OOHLWKHU
GRDGLIIHUHQWWDVNRUFRQWLQXHZLWKZKDWKH¶VGRLQJ6RSHUKDSVKH¶VPRUH
likely to persevere at Forest School? Yeah, and he just gets out and wanders 
round in a school setting 
(4b)
. I wish you could see them in this setting, it 
would be really interesting. 
 
15. Has it had any implications for their physical skills? If so, how? 
7KH\¶UHDOZD\VFRPSHWLQJDJDLQVWHDFKRWKHU\HVDQGOLNHWKHORZHU
ability person in the class has definitely excelled on the physical side. And 
HYHQWKHHUWKHJLUOSXSLOWKDW\¶NQRZVKH¶VVKHKDVQ¶WEDWWOHGGRZQRU
DQ\WKLQJVKH¶VMRLQHGLQDQGLW¶Vmade her, yeah they all take turns but 
the argue about the wheelbarrows but they do do it. ,VWKDWEHFDXVHWKH\¶UH 
heavy? Yeah.  
 
16. Has their knowledge and understanding been affected? If so, how? 
Oh definitely, definitely, um well like I said the two lower ability pupils in 
that class group I think have done more coursework than the other boys 
WKHUH\HVWKH\¶YHGRQHextra modules which was quite good (7c). Um. 
Yeah. $QGXPWKH\KDYHOHDUQWLWEHFDXVHWKH\¶OOFRPHEDFNKHUHDQGIHHG
LQWRVFKRROKHUHRUWKH\¶OOWHOO$FDQZHWDNHWKLVEDFNWRVFKRRODQGGR
this and this to it. Because they just want to develop it further 
(6g)
. No I 
WKLQNWKH\¶YHOHDUQWDORWRIVNLOOV 2QHRIWKHSXSLOVZKR¶VDOUHDG\EHHQWR
&URZ¶V:RRGKHZDVNHHQWRWHOOWKHRWKHUVKLVSHHUVZKDWKHDOUHDG\
NQHZ,PHDQKHZDVQ¶WDOZD\VULJKWEXWKHZDVNHHQWRVD\GRWKLVGR
that and they all shared their knowledge 
(3g)
.  ,IVRPHRQH¶VJRLQJRIIWR
make a chair they all, remember how you do it like this so they all feed 
LQWRLWVR,¶GVD\WKH\¶YHDOOJDLQHGSUDFWLFDOVNLOOV 
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17. Psychological well-EHLQJLVOLQNHGWRKDSSLQHVVVDWLVIDFWLRQZLWKRQH¶VOife 
and the absence of mental health problems. Do you think Forest School has 
KDGDQ\LPSDFWXSRQWKH\RXQJSHRSOH¶VSV\FKRORJLFDOZHOO-being? If so, 
how? 
,WKLQNWKH\¶UHDEOHWRVKDUHXPPRUHRIWKHLUSHUVRQDOH[SHULHQFHVLQWKDW
sort of setting, as when ZH¶UHVDWURXQGWKHILUHXPRIIORDGLQJWKHLU
SUREOHPV\HDK$QGZHWDONDERXWVLWXDWLRQVLQVFKRRODQG\¶NQRZWKH
things that happen there. So yeah they do they share 
(9h)
. Well we do as 
ZHOOZHWKHVWDIIJRWKHUHDQGKDYHDELWRIDPRDQDQGWKH\¶UHquite 
supportive with me sometimes, yeah 
(7a)
. 6RLW¶VPRGHOOLQJWKDWVXSSRUWLYH
ethos? Yeah.  
 
18. Are you aware of whether the Forest School experience has impacted upon 
DQ\RWKHUDUHDVRIWKHFKLOG¶VOLIH",IVRKRZ" 
Well I do think WKH\¶YHDOOEHFRPHPRUH confident (1a), they share (2c), they 
get on as a team in that setting definitely 
(2b)
, XPZKLFKZH¶YHDOUHDG\
VDLG,W¶VMXVWDORYHO\UHOD[HGVHWWLQJ,PHDQ,ORRNIRUZDUGWRLWVR
PXFK,PHDQWKH\¶OOVD\µRK,¶PQRWJRLQJWKHUHDJDLQ¶EXWWKH\ORYHLW
they do, in comparison to being cooped up in a classroom. 
 
19. Has observing the young people here altered anything about your view of 
them? If so, how? 
Yeah I get cross sometimes if they want to pick on people and I think, that 
GRHVQ¶WKDSSHQHOVHZKHUH,JHWDELWFURVVDERXWWKDWEHFDXVH,NQRZWKH\
FDQEHQLFHWRWKHP8P«,¶YHJRWWRNQRw them loads better, yeah 
GHILQLWHO\ORDGVEHWWHU,¶YHJRWVXFKDJRRGUDSSRUWZLWKWKHPQRZ\HDK
,QIDFW,WKLQNLW¶VWRRJRRG± ,WKLQNWKH\WKLQN,¶PWKHLUSDO (7a). Would 
you say your relationship is more positive then? ,W¶VDOOSRVLWLYH\HDK
definitely. I mean they all say I fight their corner and I do, I would. I 
WKLQNWKDW¶VKDGWKHVDPHDIIHFWRQPHDVZHOOEHFDXVHWKH\¶OOORRNDIWHU
me as well in a way, do you know what I mean? 
(7a)
 We went somewhere 
and they all had sweets ± QR,GLGQ¶W,ERXJKWWKHPFKRFRODWHIRU(DVWHU
DQGZH¶GDOVREHHQRQDVFKRROWULSDQGDPHPEHURIVWDIIKDGDOORZHG
them to buy sweets and this one pupil was eating them± not in our class. 
Management came in to tell them off for eating these sweets and I came 
DQGVDLGµRK,¶PVRUU\,ERXJKWWKHPFKRFRODWHIRU(DVWHU¶± not that 
WKH\¶GHDWLWWKLQN,¶GDSRORJLVHIRUVRPHWKLQJ,WKRXJKW,¶GGRQHDQG
WKH\FDPHWRP\GHIHQVHVWUDLJKWDZD\µ'RQ¶WJHWKHULQWRWURXEOHVKH¶V
RQO\WU\LQJWRKHOS¶<Ru know. So they do stick up for you as well? 
Definitely, yeah. So you know that has worked both ways 
(7a)
.  
 
20. Is there anything else you think I should know about the impact of Forest 
School? 
,W¶VMXVWIDQWDVWLFLVQ¶WLW",ZLVK\RXFRXOGVHHWKHVHLQWKHVFKRROVHWWLQJ
though.  
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Appendix 8.7 Participant D (Teaching Assistant) 
 
1. Introductory explanation ± Thank you for agreeing to be interviewed for this 
study. I am interested in your views about the Forest School programme. 
There are no right or wrong answers, and please answer as honestly and freely 
as you can.  I am trying to get information about exactly what you think is 
happening at Forest School so please, feel free to take your time to consider 
your answers. You will not be identified as having been involved in this 
research. Can you confirm for the record that you have given your permission 
for this interview to be recorded? Yes I can. Ok, thank you. 
 
2. Can I just ask how long you have been involved with Forest School? Erm, 
this is, I did it for probably 4 years and then I had a had a 2 year break 
DQGQRZ,¶PEDFNWKHUHOk, and how come you got involved? Umm, I was 
just asked to, when it first started, to go along with the group. Right, ok, 
have you done the Forest School leader training? 1R,GLGQ¶WNo, ok, so what 
age ranges have you worked with? 7KH\¶YHDOZD\VEHHQXPQo younger 
than Year 10. Right, ok.  
 
3. What, in your view, are the aims of Forest School? Erm, I think the big thing 
is confidence building 
(1a)
, um, and just giving kids a chance to see that 
HQYLURQPHQWEHFDXVHPDQ\RIRXUVMXVWGRQ¶WJHWWKDW7KH\\RXNnow, 
they never go anywhere or so this gives them a chance 
(1a) 6RLW¶VDGLIIHUHQW
and a new opportunity? Totally, yeah, yeah. 
 
4. What do you think are the distinctive features of Forest School which enable 
those aims (confidence building) to be met? (Pause) What is it about Forest 
6FKRROWKDW¶VGLIIHUHQW,VXSSRVH" 
:HOOZKDWHYHUWKH\KDYHDJRDWWKH\FDQ¶WJHWLWZURQJ7KH\FDQWWKH\
FDQ¶WUHDOO\IDLODWZKDWHYHUWKH\GR (1h). $QGLW¶VVRYDULHGWKHWKLQJVWKDW
WKH\FDQGRXPQRUPDOO\WKHUH¶VVRPHWKLQJWKDWWKH\OLNHDERXWLWDQG
they can find their little niche 
(1d)
. 8P«VRLW¶VVRPHWKLQJDERXWWKH
environment, allows them to - to not fail? Yeah. 7KHDFWLYLWLHVRQRIIHUDQG«
And ,DOVRWKLQNLW¶VWKHDSSURDFKRIWKHVWDII,W¶VUHOD[HGLW¶VHUP\RX
NQRZWKH\¶UHQRWVXLWHGDQGERRWHG\RXNQRZ7KHWKHFORWKHVZHZHDU
DQGWKDWWKH\ZHDUDUH\RXNQRZZDUPWKDW¶VWKHSULPHDLPRIWKH
FORWKLQJWKDW\RXZHDUVRLW¶VQRWIDVKLRQLW¶VQRW\RXNQRZLW¶VMXVWUHDOO\
relaxed 
(7e)
. Ok, thank you. 
 
5. 6RMXVWKLQNLQJWKHRWKHUZD\ZH¶YHWDONHGDERXWWKHIHDWXUHVRI)RUHVW6FKRRO
which enable those aims to be met. Is there anything you can think of that 
might stop those things happening? Any factors that might stop the confidence 
growing, anything that hinders the programme? 
(UPXP«ZHGRJHWVRPHZKRDUHQRWNHHQRQXPJRLQJRXWLQWKH
HOHPHQWV6RLILW¶VFROGDQGZHWXPDQGVRPHWLPHVSDUHQWVLIWKH\VD\
ZHOO,¶PQRWJRLQJFX]LW¶VUDLQLQJSDUHQWVZLOONHHSWKHPDWKRPH<HDK
8PEXWRWKHUWKDQWKDWQRQR,FDQ¶WWKLQNRIDQ\WKLQJ (11a). 
 
6. Have you done any other forms of outdoor learning ± running or supervising 
anything else? 8PZHOOWKHUH¶VWKHHU:KHUH1H[W"JDUGHQFHQWUHWKDW,
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GLG,DOVRVXSSRUWWKHPRXWDWFROOHJH,¶YHDOVRGRQH\RXNQRZVRUWRIDOO
the, over the years college courses with them, erm. How would you say 
Forest School compare to those other programmes? I tKLQNLW¶VXSWKHUHDW
the top. Right. Yeah, em. %HFDXVHFROOHJHLVVWLOOOLNHDLW¶VVWLOODVFKRRO
W\SHRIOHDUQLQJHQYLURQPHQWZKLFKLWLWZRXOGIRUVRPHLWLVMXVWWKDW¶V
OLNHDEULFNZDOO7KH\FRPHLQWRDFODVVURRPDQG\RX¶UHVHWWLQJWKHPXS
to fDLO:KDWHYHULWLVWKDW\RX¶UHGRLQJLQWKHUHHYHQLILW¶VJRLQJWREH
VRPHWKLQJWKDW¶VIXQWKH\FDQQRWGHDOZLWKWKHFODVVURRPVLWXDWLRQ (1f). 
$QGDUH\RXVD\LQJ)6LVGLIIHUHQWEHFDXVHLW¶VQRWDURRPLW¶VRXWLQWKH
environment? <HDK\HDKLW¶VRXW mmm. 
 
7. <RX¶YHDOUHDG\KLQWHGDWWKHUROHRIWKH)6OHDGHUKRZLPSRUWDQWRQDVFDOHRI
1-10 is the role of Forest School leader to the success of the programme? Oh, 
LW¶VPPPIf you were involved in the recruitment for another Forest 
School leader, what kind of skills, experience and attributes might you look 
for?  
:HOOWKHPDLQRQHLVWKDWWKH\FDQFRPHGRZQWRWKHNLGV¶OHYHOWKDWWKH\
can identify with the with the kids 
(1j)
. 2NDUHWKHUHDQ\VNLOOVWKDW\RX¶G
look for as well? (UPZHOONQRZOHGJHRIZKDWWKH\¶UHJRLQJWRSXWRYHU
\RXNQRZWKDWWKH\NQRZZKDWWKH\¶UHWDONLQJDERXWIn terms of things 
like the coppicing and horticultural side, is that what you mean? Yeah. And 
H[SHULHQFHVLVWKHUHDQ\WKLQJWKDW\RX¶GORRNIRU"UPZHOO,¶YHRQO\ZRUNHG
with with the one. Erm and A erm, he knows where the kids are coming 
from because he understands their backgrounds and how they tick. So it 
GRHVQ¶WQHFHVVDULO\QHHGWREHVRPHERG\ZKR¶VJRWDWHDFKLQJTXDOLILFDWLRQ"
Oh not at all, no, no. 5LJKWEXWLW¶VVRPHERG\ZKRFDQUHODWHWRWKHP"
Relate and identify with the students, yeah 
(10c)
. 
 
8. What helps a Forest School leader to run a successful programme? What 
hinder them? (summarise ± check if correct and ask if they want to add or 
change) 
7KHLUNQRZOHGJH\HDKHUNQRZLQJZKDWWKH\¶UHWDONLQJDERXWWKHLURZQ
skills 
(10c)
. Ok, is there anything you think might hinder them running a 
successful programme? Um, just their approach to the students. Do you 
PHDQLIWKH\¶UHDELWDXWKRULWDULDQLWZRXOGQ¶W±QRWKDWZRXOGQ¶WZRUN 
 
9. In your opinion, what effect does Forest School have on the young people 
involved? Can you give me some examples to illustrate your thinking, please? 
Um, well confidence building definitely, um getting them focused, er we 
did have a student here who just ran riot all the time was never in 
classroom just caused issues and caused problems for all the time he was 
on site, erm going off smoking 
(9f)
. When we took him to FS the one rule 
was that there was no smoking allowed and we thought this would be an 
issue because he would go ± before he came into school he had to have a 
FLJDUHWWHHUDQGWKHQKH¶GJRRIIDWEUHDNWLPHDQGVQHDNRIIWKURXJKWKH
day but because he wanted to go to FS and because he liked it 
(9f)
 there, er 
we never had issues with smoking he never, had a cigarette all day and 
\RXNQRZZHUHDOO\WKRXJKW\¶NQRZDWOHDVWDWOXQFKWLPHKH¶GZDQWWRJR
off and have a cigarette and it was a definite no, no smoking from day one 
(9d)
. Why do you think that was? Because he wanted to be there and he 
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knew that, you know. 6RKHNQHZKHFRXOGQ¶WEHWKHUHLIKHVPRNHG"7KDW¶V
it ± no Forest School. Might it have been that he was so engaged down there 
KHGLGQ¶WWKLQNRK,IDQF\DFLJDUHWWH"That may have been the case after a 
ZKLOHXPEXWWKDWZDVMXVW«so it can be used as a carrot in a way to get 
them to focus on their behaviour? Yeah, yeah 
(9f)
. Erm and he um he just 
loved being there and I used to come back to school and I used to say you 
NQRZ\RXMXVWZRXOGQ¶WEHOLHYHLWAnd his attitude towards me because 
ZHZHUHLQDGLIIHUHQWHQYLURQPHQWXPHUPKH\¶NQRZWRWDOUHVSHFW (7a). 
7KDW¶VLQWHUHVting because other people have mentioned that. Um. From him 
you know, to me, A, um, in school his language was atrocious but out 
there you never heard him swear, it was just a total turn around and 
SHRSOHFRXOGQ¶WEHOLHYHLWZKHQ,XVHGWRFRPHEDFNDQGVDy he never 
swears at Crow¶V:RRG (9e). 6RLW¶VVRPHWKLQJDERXWFRQILGHQFHDQG
motivation to stay? Yeah.  
 
10. Would you expect to see all of these outcomes (summarise outcomes from Q9) 
for each child? If not, what do you think any differences might be based on? 
2KLW¶VJRWWREHDELOLW\\RXNQRZ,¶YHWDNHQJURXSZKHUHWKH\¶UHOHVV
DEOHXPWKHUHIRUHLW¶VDFRQILGHQFHEXLOGHUIRUDOORIWKHPHYHQWKHOHVV
DEOH\RXGRVHHDGLIIHUHQFHDIWHUDZKLOHHUWKH\¶OOWU\WKLQJVWKDWWKH\
ZRXOGQ¶WEHIRUH8PEXWDJDLQLW¶VDELOLW\WKDWPDNHVLW«so the more they 
can do out there the more motivated they become to continue? Yeah 
(11d)
. 
  
,¶YHEHHQUHDGLQJWKHH[LVWLQJUHVHDUFKDURXQG)RUHVW6FKRROZKLFKLVPRVW
often with younger children and have found that it talks about some common 
RXWFRPHVVRPHRIZKLFK\RX¶YHDOUHDG\PHQWLRQHGLIWKH\KDYH,ZRXOG
really like to explore these areas in more detail with you please, and find out 
whether you think these effects for young children are the same or different to 
what you have seen happening for your group.   
11. Do you think going to Forest School affects the confidence of these young 
people? If so, how? 
Erm, ZHJHWWKHPWRGRWKLQJVWKDWWKH\MXVWZRXOGQ¶WDWWHPSWQRUPDOO\
and with, with a bit of, not pushing, but just telling them that they can do 
it, you know and then they will have a go and then next time it gets easier 
(1e)
. (U«VRLW¶VDERut experiencing success? Yeah. 
 
12. Do you think there has been any impact upon their social and emotional 
development? If so, how?  
6RFLDODQGHPRWLRQDO«"\HDKVRWKHLUIULHQGVKLSVKRZZHOOWKH\¶UH
PDQDJLQJWKHLUHPRWLRQV«well again because we spend a lot of time 
HVSHFLDOO\ZKHQLW¶VUHDOO\FROGZH¶OODOOVLWDURXQGWKHILUHDQGZH¶UH
chatting then 
(3a)
, in fact ZH¶YHJRWRQHSDUWLFXODUODGZKRXPIRUPDQ\
\HDUVKHUHMXVWGLGQ¶WVSHDNDQGLW¶VKLVVHFRQG\HDUWKHUHQRZDQGKH
actually does converse, all-be odd words or a couple of words but he does 
DQGKH¶VYHU\UHOD[HGXPDQGGRHVKDYHDODXJKDQGMRNH (3c). 6RKH¶V
JHWWLQJDORWRXWRILWVRFLDOO\LIKH¶VLQWHUDFWLQJZLWKSHRSOH"Yeah. 
 
13. Any impact on language and communication skills? If so, how? 
:HOO\HVWKH\GREHFDXVHTXLWHRIWHQ\RX¶YHJRWDFRXSOHRIROGKDQGVDW
\RXNQRZWKLV\HDUZH¶YHJRWWZRZKRKDYHGRQHLWEHIRUHDQGLW¶VQLFHWR
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VHHWKHPEHFDXVHWKH\IRUWKHPWKH\NQRZLWDOOHUPLW¶VWKDW«if they 
VHHVRPHRQHVWUXJJOLQJWKH\¶OOJR RYHUEHFDXVHZHGRVWUHVVWKDWZH¶UHD
team, we work together. Um, which some of these, some of our kids really 
struggle with but you know they do get into that, that sometimes you need 
VRPHRQH¶VKHOSDQGWKH\PLJKWQHHG\RXUKHOSDQG\RXVHHWKHP\RX
know, so again after a while, that social comes 
(2b)
. 6RWKHUH¶VPRUHKHOSIXO
EHKDYLRXULVWKDWZKDW\RX¶UHVD\LQJ"Yeah.  
 
14. Any impact on motivation and concentration? If so, how and how might it 
compare if you see them in school? 
2QO\DFRXSOHRIPLQHZKR,¶YHRQO\EHHQZRUNLQJZLWKWKLV\HDUVRLWLV
HDUO\GD\VEXWDJDLQ,WKLQNLW¶VGRZQWRXPbecause they can succeed it 
KHOSVZLWKWKHFRQFHQWUDWLRQEHFDXVHWKH\¶UHGRLQJVRPHWKLQJWKH\HQMR\
doing um whereas in the school situation, sitting at a desk they just really 
struggle with it 
(1h)
 and concentrating and erm, DW)6WKHUH¶VJRLQJWREH
an end product, not a piece of work you know numbers on a page which 
quite often means nothing to them, numbers on a page. Whereas they can 
actually have a piece of work, whether it be a carving, chairs, some of 
mine have made chairs and tables 
(4b)
 DQG«VRLW¶VRPHWKLQJWKDWDFWXDOO\
PHDQVVRPHWKLQJWRWKHPWKDWWKH\¶UHSURXGRISURGXFLQJ"Yeah. Are you 
saying that they can concentrate for longer at FS? Yeah, yeah. 
  
15. Has it had any implications for their physical skills? If so, how? 
Physical skills as in motor skills and things? Yeah. Well yeah because 
WKH\¶UHXPLISRVVLEOHZHJHWWKHPXVLQJNQLYHVWRGRWKHFDUYLQJVDQG
WKLQJVWKH\¶UHEXLOGLQJLIWKH\EXLOGDVKHOWHURUDFKDLULW¶VXVLQJ
hammers and tools and things which is all good for their motor skills and 
coordination and that 
(5b)
. So you see that happening EHFDXVHWKH\¶UH
practising, there are opportunities to use it? Yeah. 
 
16. Has their knowledge and understanding been affected? If so, how? 
Again yeah because like I said the knowledge thing the fact that they the 
FRXSOHWKDWZH¶YHJRWWKLV\HDUZKRZHUHWKHUHODVW\HDUXPWKH\XVHWKHLU
knowledge now to help the others 
(2b)
. So they¶UHJDLQLQJNQRZOHGJHWKHUH
all the time? Yeah, definitely. From being taught or experiences? From being 
WDXJKWDQGVRPHWLPHVMXVWIURPWKHLUREVHUYDWLRQVDQGWKH\¶OOQRWLFH
things and um
 (6f)
. 
 
17. Psychological well-being is linked to happiness, satisfaction ZLWKRQH¶VOLIH
and the absence of mental health problems. Do you think Forest School has 
KDGDQ\LPSDFWXSRQWKH\RXQJSHRSOH¶VSV\FKRORJLFDOZHOO-being? If so, 
how? 
(UPZHOOWKH\¶UHDOORIWKHRQHV,¶YHWDNHQRYHUWKH\HDUVDOOEXWRQHRI
them have bHHQKDSS\WRJRDQGWKH\¶YHDFWXDOO\\RXNQRZ\RX¶OOVHH
WKHPLQWKHFRUULGRUDQGWKH\¶OOVD\µVHH\RX:HGQHVGD\PLVVDW)RUHVW
6FKRRO¶. <RXNQRZWKH\¶UHORRNLQJIRUZDUGWRLW (9a). Um, as I say there 
ZDVMXVWWKHRQHSDUWLFXODURQHLQDOOWKH\HDUV,¶YHGRQHLWWhat was that 
due to do you think? That was his attitude towards everything, still is 
(11d)
. 
So his own personal choices and preferences? Yeah. 
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18. Are you aware of whether the Forest School experience has impacted upon 
DQ\RWKHUDUHDVRIWKHFKLOG¶VOLIHDQGGHYHORSPHQW",IVRKRZ" 
Well I think because for some of them it is like that carrot that- if they 
GRQ¶WEHKDYHDQGWKH\JHWH[FOXGHGWKHQQRForest School. Erm, and I 
think it does make them stop and think you know, is it worth playing up 
DQGJHWWLQJH[FOXGHGLI,GRQ¶WJHWWRJRWR)66R,WKLQNLWGRHV (9f).  
 
19. Has observing the young people at FS altered your view of them? If so, how? 
Of the children? Yeah. Oh definitely. As I said like the one who comes to 
mind is was T, who at school was just horrendous and then you got him to 
FS and he was just a totally different person. There, there was someone 
QLFHLQWKHUHWU\LQJWRJHWRXW%XWLWZDVQ¶WMXVWVFKRRO+RPHOLIHZDs 
horrendous for him, there were lots of issues um but there it was almost 
he - \RX¶GJHWKLPWKHUHDQGKHFRXOGIRUJHWDERXWHYHU\WKLQJHOVHWKLV
was a nice little world 
(9a)
. Did you have a different view of him in school? 
Oh definitely yeah, definitely and you know I would say because you 
NQRZKH¶GEHSOD\LQJXS,¶GVD\RK\RXNQRZKH¶VQRWDEDGNLG,ZLVK
\RXFRXOGVHHKLPDW)6EHFDXVHKH¶VQRWDEDGNLG (7a). Is that something 
\RX¶YHQRWLFHGZLWKRWKHUVWRR"Yeah, yeah. 
 
20. Is there anything else you think I should know about the impact of Forest 
School? 
Erm, I MXVWWKLQNLW¶VEULOOLDQW\HDK(UPDQGLIP\FKLOGUHQZRXOGKDYH
KDGWKHFKDQFHWRJR,¶GOLNHWKHPWRKDYHJRQH\HDK,WKLQNIRUWKH
ROGHURQHVLW¶VEULOOLDQt, I know they do it in schools you know they have 
liWWOHDUHDVGRQ¶WWKH\LQVFKRRO EXW,WKLQNIRUWKHOLWWOLHVWKDW¶VEULOOLDQW
um because it exposes them to all these things with their teachers but I 
think for the older ones it is um much nicer to go off site, I think that 
PDNHVDGLIIHUHQFH,IZHZHUHGRLQJLWEHFDXVH\RXNQRZZH¶YHJRWWKDW
DUHDGRZQWKHUHDQGWKHUHZDVWDONDERXWGRLQJLWWKHUHEXW,GRQ¶WWKLQN
it would work because its still in school. Taking them out, to the forest, 
totally different people, um there are no teachers, Headteachers or people 
breathing down their neck
 (10d)
 DQG$LVMXVWEULOOLDQWDWZKDWKHGRHVKH¶V
amazing. 
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Appendix 8.10 Notes from Parent Telephone Interviews 
 
Follow this structure during telephone interviews. 
1) Explain who I am. Thank parents for returning the consent forms and ask if 
this is a good time to talk. 
2) Explain briefly the background to Forest School research and why and how I 
am planning on conducting this evaluation. 
3) Explain that I will only speak to their child informally alongside the activities, 
if the Forest School leaders feel it is appropriate. 
4) Ask whether they have any questions they would like answering. 
5) Ask if they have had enough information about the study. 
6) Clarify elements on the form regarding consent, if necessary. 
7) Explain that parental views are very important and ask if they are happy to 
DQVZHUDIHZTXHVWLRQVDERXWWKHLUFKLOG¶VH[SHULHQFHRI)RUHVW6FKRRO 
8) Ask parents (open questions) if they think Forest School has made any 
difference to their child. If necessary, use promotes related to the CMOs, 
including speech, confidence, motivation, behaviour, risk-taking, favourite 
activities, whether they go to the woods outside of school time. 
 
       Parent of Pupil 1 (Code G1) 
1. What impact, if any, has Forest School had on your child? 
Pupil enjoys being outside anyway, and also does the Duke of Edinburgh 
award and explorer scouts. Being at Forest School helps in that he has 
more skills when outdoors 
 (1d) 
doing his other projects 
(6g)
. Um, we go on 
camping holidays and before, he would just stand there like a lemon. Now, 
he will have an idea of what to do and will be able to get on and do it. If 
KH¶VXQVXUHKH¶VTXLWHJRRGDWDVNLQJIRUKHOS 
 
2. Do you think going to Forest School has changed how he is in school? 
Being able to have a go has also been noticed in other areas of his learning 
WRR+H¶VDOVRYHU\PRWLYDWHGWRJHWLQYROYHGZLWKWKLQJVDFURVVWKHERDUG 
 
3. Does he enjoy going to Forest School? 
Yes he really likes it, he likes cooking there. 
 
4. Has he learnt new skills from Forest School? 
<HVLQWKHRXWGRRUVKH¶VPXFKPRUHFRQILGHQWZLWKGRLQJWKLQJVEHFDXVH
KH¶VJRWDQLGHDRIKRZWRVWDUW (8a). +H¶VDOVRVWDUWLQJFROOHJHLQ6HSWHPEHU
ZKHUHKH¶OOVWXG\DQLPDOFDUHDQGKRUWLFXOWXUHKH¶VOHDUQLQJDERXWDORWRI
this already at Forest School. Forest School is really positive for him and 
helps him with various bits and pieces 
(6g)
. 
 
6. Are you happy for me to contact you in the future in case there is something 
,¶YHIRUJRWWHQWRask you now, please? 
Yeah no problem.  
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Parent of Pupil 4 (Code G4) 
 
1. What impact, if any, has Forest School had on your child? 
)RUHVW6FKRROKDVJLYHQSXSLODORWRIFRQILGHQFH$FDGHPLFDOO\KH¶VQRW
JRLQJWRH[FHOEXWKH¶VIRXQGVRPHWKLQJKH¶VJRRGDWDQGKH¶VNQRZVKH¶V
good at it. When he leaves school in a couple of years he now wants to do 
woodwork and carpentry which is EHFDXVHKH¶VEHHQGRLQJWKDWVRUWRI
thing at Forest School 
(6g)
. At school he made a door frame which he could 
GREHFDXVHRIWKHWKLQJVKH¶GPDGHDW)RUHVW6FKRRO+H¶VPDGHDELUGER[
there too and is making another for his Nan 
(1a)
.  
 
2. Do you think going to Forest School has changed how he is in school? 
:KHQKH¶VVLWWLQJLQDFODVVURRPKH¶OOPHVVDURXQGEXWDW)RUHVW6FKRRO
KH¶VGRLQJVRPHWKLQJDOOGD\DQGDWWKHHQGRILWIHHOVKH¶VGRQHVRPHWKLQJ
,WWDNHVKLPDERXWRIVFKRRODQGKHGRHVQ¶WUHDOLVHWKDWKH¶VOHDUQLQJLQWKH
woods. You have to trick him into learning things, at Forest School he 
OHDUQVWKLQJVEXWGRHVQ¶WNQRZ 
 
3. Does he enjoy going to Forest School? 
Yeah, hHFRPHVEDFNIURP)RUHVW6FKRROVD\LQJDOOVRUWVRIWKLQJVKH¶V
done, it makes him more eager. He makes his own packed lunch now for 
Forest School and gets his own clothes ready. He wants a new pair of boots 
to wear ± steel toe caps. +H¶OOJRLQWRWKHZRRGVQHDUWKHKRXVHRQKLVRZQ± 
he used to do this but does it more now 
(8a).
 He¶VEHWWHUDWXQGHUVWDQGLQJ
how things are done ± IRUH[DPSOHKH¶VPRUHVSHFLILFDERXWKRZWRXQORDG
the dishwasher and takes the fluff out of the tumble dryer to Forest School 
DVLW¶VJRRGIRUVWDUWLQJRIIWKHILUHV+HOLNHVKRZWKH\¶UHWUHDWHGWKHUHDQG
are given responsibility
 (4a)
. ,QVFKRROKHZRXOGQ¶WEHJLYHQDNQLIHRUD
mallet ± WKHUH¶GEHDELJGUDPD (1e).  
 
6RKH¶VOHDUQWDORWRIQHZVNLOOVVLQFHEHLQJDW)orest School? 
<HV1RZ,¶OOVD\WRSXSLOFDQ\RXJRDQGIL[WKHVKHG"1RZKH¶OOJRDQG
try to do it 
(6b) DQGKHOLNHVLWWKDWKH¶VEHLQJWUXVWHGWRXVHWKHWRROVWRGRLW 
(1d)
. +H¶VJRWFDOPHUVLQFHJRLQJWR)RUHVW6FKRROEXWKH¶VHYHQPRUHFDOP
WKHUHKH¶GSUREDEO\ excel with them (9a). In school he still has problems in 
KLVOHVVRQV%XWDWOHDVW,NQRZWKH\¶OOEHQRSUREOHPVRQD7KXUVGD\ 
 
:KDW¶VKLVEHKDYLRXUOLNHDWKRPH" 
Behaviour in home is ok, just like normal teenage behaviour really. Forest 
School definitely gives him more confidence 
(1a)
. If they could incorporate it 
into school it would work really well for pupil 4. Say, in Art they could 
design something to build there. There could be more links with what they 
do in school. Like in English they could write about it and he probably 
ZRXOGQ¶WNQRZKHZDVGRLQJLW 
 
6. Are you happy for me to contact you in the future in case there is something 
,¶YHIRUJRWWHQWRDVN\RXQRZSOHDVH" 
<HVWKDW¶VILQH 
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Appendix 8.11 Semi-Structured Interview Transcripts with Pupils  
(P = Pupil, R = Researcher) 
Pupil 1 
R ± What do you think of Forest School? 
P  - LW¶VJRRG+DYH\RXKDYH\RXstarted recording? Yeah? 
R ± \HDKEXWGRQ¶WZRUU\:KDWDUHWKHVRUWVRIWKLQJV\RXOLNH" 
P ± LW¶VJRRGHUPPDNLQJWKHILUHHUEHLQJKHUHZLWKIULHQGV 
R ± you seem like quite a close group actually, like you know each other quite 
well 
P ± yeah we do 
R ± VRKRZ¶VLWGLIIHUHQWIURPEHLQJDWVFKRRO" 
P ± ZHOOHU\RXGRQ¶WKDYHOLNHD«DOPRVWDVHWWDVNLQDZD\ 
R ±so can you tell me a bit more about what you mean? 
P ± what I mean is er you get to choose kind of what to do in a way (1d). What 
like you still have to do something.  
R- RNEXW\RXFDQFKRRVHVRLW¶VQRWVRPHERG\WHOOLQJ\RXZKDWWRGRDOOWKH
time 
P ± \HDK\HDKEXWWKHUH¶VXVXDOO\XPVRPHRWKHUVHWREYLRXVO\UXOHVLQDZD\
like making the fire obviously first before doing anything else 
R ± RKRNVRWKHUH¶VVRPHWKLQJVWKDW\RXKDYHWRGREXWLW¶V« 
P- yeah but whatever you do after that is your choice 
(1c)  
R ± ULJKWRNDQGZKDWGR\RXWKLQN\RX¶YHOHDUQWKHUH" 
P ± well, how to like basically er er well make you know, stuff out of wood if 
you know, like, using like natural resources in a way, also using allotments 
aswell 
(6i) 
R ± ok, and do you think those are things that you might not have learnt how to 
GRLI\RXKDGQ¶WKDYHFRPHKHUH" 
P ± yeah 
R ± ZKDWGR\RXWKLQN\RX¶YHJRWEHWWHUDWVLQFH\RX¶YHFRPHWR)RUHVW6FKRRO" 
P ± XP«HU,WKLQN,¶YHJRWDELWPRUHFRQILGHQWLQDZD\ 
R ± ok, yeah? A bit more confident, anything else? 
P ± er, knowledge of like other things, er woodwork, so like, like tool stuff, like 
,¶YHQRWXVXDOO\XVHGLQHUdaily life (6j) 
R ± RK\HDKVROLNHWKHXPVDZDQGHUZKDW¶VWKDWRQHFDOOHG"7KDWB was 
using to chop the wood up  
P ± WKHD[H"2UWKH« 
R ± LW¶VQRWWKHD[HLW¶VWKHRWKHURQH 
P ± RKLWKDVLW¶VOLNHDFXUYHLW¶VOLNHDULJKWDQJOHLQDZD\" 
R ± yeahZKDW¶VWKDWFDOOHG" 
P- LW¶VFDOOHG«HU«FDQ¶WWKLQN 
R ± (seeing a chopping tool) is it that? 
P ± QRWKDW¶VWKHD[H8P« 
A ± you know that, what am I doing? 
P ± oh the throw, there we go. The throw. 
R ±So are you always quite keen to take part in the activities? 
P ± Mostly yes. 
R ± XKKXKVRZKLFKZKDWDUHWKHEHVWRQHV\RX¶UHDOZD\VTXLWHNHHQIRU" 
P ± well um usually the fires and things. Yeah. 
R ± what would you prefer not to do? 
P ± XP,GRQ¶WNQRZWREHKRQHVW,FDQ¶WUHDOO\WKLQNRIDQ\WKLQJ 
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R- WKDW¶VILQH+RZGR\RXIHHOZKHQ\RX¶UHKHUH" 
P ± um, in what way, what do you mean like um? 
R- GR\RXIHHOVRWKLQNLQJDERXWIHHOLQJV\RXFRXOGKDYHWKH\¶UHWKLQJVOLNH
DQJU\KDSS\UHOD[HGFDOPLW¶VDOOWKRVHWKLQJVWKRVHIHHOLQJV:KDWNLQGRI 
IHHOLQJVGR\RXJHWZKHQ\RX¶UHKHUH" 
P ± um, like so er hum, so relaxed I guess (9a). 
R ± yeah, anything else? 
P ± XPQRQRWUHDOO\,GRQ¶WWKLQNVR« 
R ± WKDW¶VILQHWKDQN\RX,I\RXGRQ¶WNQRZWKDW¶VILQHMXVWVD\\RX¶UHQRWVXUH
And if say another student, not one of these here, a different one at school or 
VRPHERG\WKDW\RXNQRZRXWRIVFKRROVDLGWR\RXµVKRXOG,JRWR)RUHVW
6FKRRO"¶ZKDWZRXOG\RXVD\WRWKHP" 
P ± HU,WKLQNLW¶VLW¶VQLFHKHUHWKH\PLJKWHQMR\LW,IWKH\OLNHOLNHOLNH
woodwork and that, if they like making fires and that so 
R ± \HDKVRLI,GLGQ¶WNQRZDQ\WKLQJDERXW)RUHVW6FKRRODQG,VDLGWR\RX
µP\VFKRRODUHVD\LQJWKDW,VKRXOGJR¶ZRXOG\RXWHOOPHWRJRRUQRW" 
P ± yeah, to get a bit of er, a taster for it, like a one day and then see if you like 
it and then you can go again if you like 
R ± \HDKGR\RXWKLQNLW¶VDJRRGWKLQJIRUHYHU\RQH" 
P ± \HDK,WKLQN,WKLQNLILW¶V,WKLQNLW¶VDJRRGLGHDIRUHYHU\ERG\WR
seriously have a little try for it 
R ± um, and then they can make the choice I suppose? 
P ± yeah 
R ± so what do you want to do after school, when you leave school? 
P ± well I want to go into like animal welfare in er X college in like September 
or so 
R ± brilliant, so is that all sorts of animals? 
P ± well I think sort of, yeah 
R- RNVR,¶PWKLQNLQJRIFDWVDQGGRJVRUIDUPDQLPDOVRU]RRDQLPDOV" 
P ± ZHOOFDQEHXPGHSHQGVUHDOO\,¶PPRUHNHHQRQGRPHVWLFW\SHRIDQLPDOV 
R ± XPRNWKDW¶VLQWHUHVWLQJ'R\RXWKLQNDQ\WKLQJ\RXKDYHOHDUQWZKLOH
being at Forest School will help you, do you think you will use it at school, or at 
home or at work? 
P ± HUZHOOLWPLJKWKHOSPHLQOLNHWKHDQLPDOZHOIDUHEHFDXVHREYLRXVO\LW¶V
not just like um obviously like not just, not said this yet but um Ade here is 
WDXJKWPHDIHZHUPSODQWVDVZHOOWKDW,GLGQ¶WNQRZDERXW (6g) 
R ± so you think that might be a part of the course aswell, the plants as well? 
P ± yeah it might be part of the course 
R ± oh ok 
P- EHFDXVH,QHYHUNQRZLIWKH\¶OOOLNHWKH\¶OODVNPHRh what type of plants 
would they, would be poisonous to be honest 
(3b) 
R ± RKFRXUVHVROLNHUDJZRUWLVSRLVRQRXVWRKRUVHVLVQ¶WLWWKDWNLQGRIVWXII 
P ± yeah 
R ±LVWKHUHDQ\WKLQJHOVHWKDW\RXWKLQN\RX¶YHOHDUQWKHUHWKDW\RXZLOOXVH
again in your future? 
P ± most likely. Er, it depends on what er, what circumstances might be there to 
face to be honest 
R ± yes I see what you mean 
P ± \HDKWKHIXWXUH¶VTXLWHXQSUHGLFWDEOHWREHKRQHVW 
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Pupil 2 (P = Pupil, R = Researcher) 
 
R ± thank you very much for agreeing to have a chat with me, so what you think 
about Forest School? 
P ± LW¶VJRRG 
R ± yeah?  
P ± doing outdoor skills and stuff like that (6i) 
R ± ok, so the things you like are learning the outdoor skills. Anything you 
GRQ¶WOLNH" 
P ± no 
R ± VRKRZ¶Vit different from being at school? 
P ± \RXGRQ¶WZULWHRUQRWKLQJ 
R ± yeah, anything else? 
P ± LW¶VLQWHUHVWLQJDERXWOHDUQLQJDERXWGLIIHUHQWVWXII 
R ± uhhuh, so when you say different stuff what kind of stuff do you mean? 
P ± like wood, birds, like animals 
R ± yeah, like that dead mole? Poor thing! 
P ± yeah 
R ± and what have you learnt here? 
P ± HUKRZWRXVHDNQLIHVWXIIOLNHWKDW«(6i) 
R ± yeah, take your time and have a think back, is there anything else that 
springs to mind? 
P - no 
R ± ok, thanN\RX6RZKDWGR\RXWKLQN\RX¶YHJRWEHWWHUDWVLQFH\RX¶YH
VWDUWHG"<RX¶YHEHHQFRPLQJIRUWZR\HDUVQRZKDYHQ¶W\RXVRMXVWVRUWRI
thinking back, what skills have you improved with, do you think? 
P ± using the saw and cooking 
R- so do you do those sorts of things at home a bit as well now? 
P ± yeah 
R ± ok. Do you always want to take part in activities? 
P ± yeah 
R- so if I asked what your very favourite activities were what would you say? 
P ± GRQ¶WNQRZ 
R ± what about your least favourite ones, what would you kind of prefer not to 
do? 
P ± bringing the wheelbarrows down 
R ± so, thinking about your feelings, so things like happy, sad, angry, relaxed, 
FDOPWKRVHVRUWVRIWKLQJVZKHQ\RX¶UHKHUHKRZGR\RXIHHO" 
P ± relaxed (9a) 
R ± yeah, anything else? 
P ± no 
R ± RNVRLIDQRWKHUSXSLOZKR¶GQHYHUEHHQWR)RUHVW6FKRROEHIRUHVDLGWR
you, the school has said that I can go, should I go? What would you say to 
them? 
P ± ,¶GVD\\HDK 
R ± why would you say yes? 
P- because then you can always help them 
R ± ok, LI\RXFRXOGQ¶WJRWR)RUHVW6FKRRODQ\PRUHEHFDXVH\RX¶UHOHDYLQJ
QRZDUHQ¶W\RXEXWVD\DSXSLOLQ<HDUDWVFKRROVDLG0UV;KDVVDLG,FDQJR
why would you say yes? 
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P ± because you can learn like how to use a saw 
R ± ok, yeah, any other things? 
P ± knives, about health and safety and stuff like that (1e) 
R ± so you learn about how to use them properly and safely? 
P ± yeah.  
R ± RNVRDIWHUVFKRRO\RX¶UHJRLQJRQWRFROOHJHLVWKDWULJKW"3± nods) what 
would you like to do when you finish college, for a job? 
P ± ,GRQ¶WKDYHDFOXH 
R ± not sure? Do you think anything that you have learnt at Forest school might 
be useful to you in the future, so maybe at school, at college, at home? 
P ± making chairs 
R ± ok, so you think you might do that again aQG\RX¶YHJRWVRPHVNLOOVVR\RX
could do that? 
P ± nods (6g) 
R ± anything else you might use again? 
P ± GRQ¶WNQRZ 
R ± not sure? is there anything else you want to tell me about Forest School?  
P ± no 
R ± ok, thank you very much. Is there anything you want to ask me?  
P - no 
 
 
Pupil 4 (P = Pupil, R = Researcher) 
 
R ± so what do you think of Forest School? 
P ± good 
R ± yeah? What are the best things about it? 
P ± you have a laugh with A and B (7a) 
R ± \HDKDQGWKHWKLQJV\RXGRQ¶WOLNH" 
P ± HULW¶VDELWERULQJVRPHWLPHV(11h) 
R ± \HDKVRLIWKHUH¶VQRWVRPHWKLQJDFWXDOO\JRLQJRQDWWKHPRPHQW 
P ± yeah 
R ± VRKRZ¶VLWGLIIHUHQWIURPEHLQJDWVFKRRO" 
P ± lot different, (laughs) er you er do more stuff like you do stuff like being 
creative and stuff 
(6e) 
R ± so you can be creative? 
P ± yeah 
R - ZKDWGR\RXWKLQN\RX¶YHOHDUQWKHUH" 
P ± like you learn how to build stuff from scratch (6i) 
R ± ULJKWRN\RXGRTXLWHDORWZLWKZRRGGRQ¶W\RX" 
P ± yeah 
R ± are you still making your birdhouse? 
P ± \HDK,¶YHPDGHWKDW 
R ± DQ\WKLQJHOVH\RXWKLQN\RX¶YHOHDUQWKHUH" 
P ± er, how to start a fire properly. Cooking.  
R ± VRZKDWGR\RXWKLQN\RX¶YHJRWEHWWHUDWKHUH" 
P ± er, listening 
R ± ok, was that something that was a bit tricky for you before? 
P ± yeah  
R ± VRKRZGR\RXWKLQNWKDW¶VKDSSHQHG" 
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P - EHFDXVHLI\RXGRQ¶WOLVWHQ\RXFDQ¶WXVHWKHNQLYHV(6h) 
R ± VRLI\RXGRQ¶WOLVWHQ\RXZRQ¶WEHDEOHWRXVHWKHPRNWKDW¶VUHDOO\
interesting. And do you always want to do the activities? 
P ± VRPHWLPHVGHSHQGVZKDW,¶PIHHOLQJOLNH 
R- \HDKGHSHQGVVRUWRIZKDW¶VJRLQJRQ"$Q\DFWLYLWLHV\RXSUHIHUQRWWRGR" 
P ± QRDVORQJDVLW¶VVRPHWKLQJIXQDQGSUDFWLFDO 
R ± \HDKDQGKRZGR\RXIHHOZKHQ\RX¶UHDW)RUHVW6FKRRO" 
P ± like you can have a laugh with your mates (2a) 
R ± \HDKVRWKLQNLQJDERXWIHHOLQJVWKH\¶UHWKLQJVOLNHKDSS\VDGZKDWZRXOG
you say you were feeling like down here? 
P ± KDYLQJDODXJK« 
R ± yeah, so fairly chilled out? 
P ± yeah (9a) 
R ± DQGLIVD\FXV¶\RX¶UH<HDUQRZDUHQ¶W\RXVRLIVD\D<HDUSXSLOIURP
VFKRROFDPHXSWR\RXDQGVDLG;VFKRRODUHVD\LQJWKDW,¶PDOORZHGWRJRWR
Forest School, should I go? What would say? 
P ± yes 
R ± yeah? why would you tell them to go? 
P ± because you can be creative and stuff and make things 
R ± right, and make things that you can then take home? 
P - yeah 
R ± what do you want to do after school? 
P ± carpentry 
R ± RNGR\RXWKLQN\RX¶YHOHDUQWDQ\WKLQJDW)RUHVW6FKRROWKDW\RXZLOOXVH
again either at school, home or work? 
P ± yeah, woodwork. Making things (6g) 
R ± have you got any questions for me? 
P ± no 
R ± ok thanks for that, thanks for answering my questions 
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Appendix 8.12 Teacher and Forest School Staff Questionnaires 
  
  Questionnaire ± Forest School Research 
Thank you for giving your consent to participate in this study by filling in this 
questionnaire. As you know, I am interested in the effects of Forest School on the 
development of young people, and would very much welcome your views of this 
pupil's experience. 
 
1DPHRI3XSLO«««««««««««« 
 
Please mark in the box with a tick your view of the nature of any changes seen 
since this pupil started attending Forest School at the beginning of Year 10. 
 Marked 
improvement 
Slight 
improvement 
No 
change 
Deterioration  Don't 
know 
1. Has this pupil's 
confidence to start an 
interaction with another 
child changed? 
     
2. Has this pupil's 
confidence to start an 
interaction with adults 
changed? 
     
3. Has this pupil's 
confidence to approach 
new tasks or 
experiences changed? 
     
4. Has this pupil's 
ability to understand 
danger or risk changed? 
     
5. Has this pupil's 
motivation to engage 
with learning 
opportunities changed? 
     
6. Have the speech and 
language skills of this 
pupil changed? (i.e. 
their ability to ask for 
what they want or hold 
a meaningful 
conversation) 
     
7. If this pupil has 
behavioural difficulties, 
have you noticed any 
change in their 
behaviour? 
     
8. If this pupil becomes 
anxious, have you 
noticed any changes in 
terms of their calmness? 
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Please feel free to add any comments in addition to or explain your response to the 
questionnaire.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
In your opinion, has attendance at Forest School had any effect upon this young 
person? What changes have you observed? I would be grateful if you could outline 
your views on this below, please. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Thank you very much for your time.  
If you have any further questions please do not hesitate to get in touch with me 
(details provided to participants).  
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Table showing which members of staff completed questionnaire for which pupils 
 
Pupil FSL  
(Participant A) 
FSL  
(Participant B) 
  TA  
(Participant C) 
3XSLO¶V
Teacher at 
Oak School 
1 X X   
2 X X  X 
3 X X X X 
4 X X X X 
 
 
µX¶ marks where a staff member did complete a questionnaire about a young 
person. A total of 13 questionnaires were completed for the four young people 
attending Forest School by different members of staff who had known them since 
they started Forest School. The above table shows that four questionnaires were 
completed for both pupils 3 and 4, three questionnaire completed for pupil 2 and 
only two were completed for pupil 1.  
 
Participant A works at Crows Wood and knew all the four pupils because of their 
attendance there. Participants B works at Oak School and is also a FSL who 
knows all four of the pupils from Oak School and because he takes them to Forest 
School for one day per week. Participant C knew the Year 10 pupils 3 and 4 
because she is their TA at school and comes with them to Forest School every 
week. Finally, the form tutors at school working with pupils 2, 3 and 4 gave their 
consent to fill in a questionnaire about their perspective of any changes for the 
pupils. 
 
The 13 questionnaires were collated to give the total responses for each question, 
e.g. for question 1 the ticks were added across the questionnaires and 54% of the 
adults completing questionnaires felt that the children they were focusing on had 
made a marked improvement in their ability to start an interaction with another 
child. Percentages were derived to give some understanding of the group 
response to Forest School.   
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Results from tick box questionnaire responses 
 Marked 
improvement 
Slight 
improvement 
No 
change 
Deteriorat-
ion  
Don't 
know 
1. Have pupil's 
confidence to start 
an interaction with 
another child 
changed? 
54% 38% 8% 0% 0% 
2. Have pupil's 
confidence to start 
an interaction with 
adults changed? 
31% 54% 15% 0% 0% 
3. Have pupil's 
confidence to 
approach new tasks 
or experiences 
changed? 
8% 85% 8% 0% 0% 
4. Have pupil's 
ability to 
understand danger 
or risk changed? 
8% 54% 31% 0% 8% 
5. Have pupil's 
motivation to 
engage with 
learning 
opportunities 
changed? 
15% 77% 0% 8% 0% 
6. Have the speech 
and language skills 
of pupils changed? 
(i.e. their ability to 
ask for what they 
want or hold a 
meaningful 
conversation) 
15% 62% 23% 0% 0% 
7. If pupils have 
behavioural 
difficulties, have 
you noticed any 
change in their 
behaviour? 
23% 31% 38% 8% 0% 
8. If pupils become 
anxious, have you 
noticed any 
changes in terms of 
their calmness? 
23% 38% 31% 8% 0% 
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      Results from written questionnaire responses 
Staff member Commenting 
on? 
CMOC 
Code 
Extract 
FSL (A) Pupil 4 4b 3XSLO¶VFRQILGHQFHKDVLPSURYHGDORWKH
will readily start a project and finish with 
minimal help, asking for help only if 
required. 
Teacher Pupil 2 3b/7c :KHQ,YLVLWHG3XSLODW&URZ¶V:RRGKH
was very keen to show me his achievements 
and explain to me some of the things he had 
learned about animal tracks etc. He freely 
initiated these conversations (something he 
had bee reluctant to do in the past).  
Forest School 
and School 
TA (C) 
Pupil 4 2b He can tell others of danger issues 
Forest School 
and School 
TA (C) 
Pupil 4 2e Pupil 4 is a different pupil at Forest School. 
He gets on with all the peers in the group, 
unlike the class setting. At Forest School 
they work as a team.  
Forest School 
and School 
TA (C) 
Pupil 3 2i Pupil 3 interacts with a new member of the 
group that shHGRHVQ¶WDOZD\VHQJDJHZLWK
in the school setting. 
Forest School 
and School 
TA (C) 
Pupil 3 3g Pupil 3 tends to shrug her shoulders a lot 
DQGGRHVQ¶WVSHDNYHU\PXFK,QWKHFODVV
setting her confidence is very low. At Forest 
School she sits quietly and observes and 
once a relationship is formed with the adults 
she will communicate.  
Forest School 
and School 
TA (C) 
Pupil 3 4d 
 
 
 
1a 
Pupil 3 and another peer very confidently 
created/built projects together, pupil 3 
taking the lead, giving directions and health 
and safety reminders. Her confidence 
increased in this setting where she has no 
confidence to complete tasks in school. her 
creations are often the best amongst her 
peers.  
Teacher Pupil 3 11g ,IHHOWKDW3XSLO¶VSURJUHVVDW&URZ¶V
Wood has not been transferred to her class 
setting due to the dynamics of the group at 
school.  
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Forest School 
Improvements to the 
current programme Hindering factors 
Programme 
Outcomes  
x Child to have continued access to Forest School 
throughout their education  
x Greater links between Forest School and the 
school curriculum  
x Forest School to be accessible to all children  x ǯ
characteristics. 
x Concern about 
exposure to bad 
weather 
x Funding 
limitations  
x Inconsistency in 
behavioural 
expectations  
x Children may be 
new to a 
woodland  
x Negative 
exterior 
influence on the 
young person 
x Confidence 
x Social skills 
x Language and 
communication 
x Motivation and 
concentration 
x Physical skills 
x Knowledge, 
understanding of 
the world & 
independence 
x New perspectives 
in adult/child 
relationships 
x Ripple effects 
x Emotional well-
being & 
behaviour 
 
Enabling Aspects  
x Support from SLT and Environmental Centre Staff 
x Accompanied by TA from school who understands FS ethos 
x A skilled Forest School leader embeds a child-led ethos, has a high 
level of practical skills and can relate to the young people  
x The Forest School site is away from the school 
x The wood is large enough for groups to have their own camps 
 
Appendix 
8.13 
Thematic 
Map 
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Appendix 8.14 Inter-rater Development of Codes to Themes (Photograph 8.1) 
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Appendix 8.15 Case Study and Realist Synthesis CMOCs (Programme Specification 2) 
1. Outcome - Confidence 
 
Context Mechanism Outcome Source Data  
Among natural resources in a 
woodland setting where 
adults model things children 
can make 
Child knows that creation is achievable 
(they have the materials and adults can 
help them to create)  
Young person achieves at something 
new Ȃ receives positive feedback about 
their achievements which make them 
more likely to attempt other projects 
independently in future Ȃ develops a 
culture of enterprise 
ǯ
Murray (2005) 
Massey (2004) 
Borradaile (2006) 
C  
Ep.9  
G4  
J3 
1a 
Sessions are regular and 
frequent, lasting throughout 
the school year 
Children have the time and space to 
become more at home in an unfamiliar 
environment & experience regular success 
Children demonstrate a greater self-
belief in their capabilities and are 
confident to try new activities 
ǯ
Murray (2005) 
Knight (2011b) 
Ridgers, Knowles 
and Sayers (2012) 
Davis and Waite 
(2005) 
A 1b 
Children are taught routines 
for safe behaviour in the 
outdoors 
The routines become embedded and 
provide a framework for safe exploration 
Safe exploration enables confidence to 
be built through self-discovery 
ǯ
Murray (2005) 
Ep.1,6 
H1 
1c 
Children engage in child-led 
learning and choose from a 
diverse range of novel 
activities on offer set up by 
qualified FSL 
Children initiate their own play and 
learning 
Children are more likely to be confident 
to approach potentially challenging tasks 
ǯ
Murray (2005) 
Murray (2003) 
Knight (2011b) 
 
 
A  
B 
D 
Ep.1,10 
H1  
G1 G4 
1d 
Exposure to risk of harm in 
the environment with adults ǯǡ Child must independently consider the risk/benefit and become more aware of the risk to their body Children more willing and able to take risks in their learning and throughout life Manyard (2007b) Massey (2004) Murray (2003) A D Ep.2,5,6, 1e 
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e.g. tool use, proximity to fire Knight (2011b) 
Waters and Begley 
(2007) 
13 
G4  
F1  
Environment is physically 
away from the school 
Different rules allow a permissive risk 
taking ethos 
Children are more likely to take 
appropriate risks at Forest School 
(begins with physical and leads to 
intellectual risk taking) 
Waters and Begley 
(2007) 
A   
D  
H2 
1f 
High adult: child ratio means 
child can be 
supported/supervised on a 
task if required (e.g. building 
a shelter) 
Child learns skills and need less help next 
time 
Increased confidence in own ability and 
independence  
Massey (2004) 
Waters and Begley 
(2007) 
Manyard (2007a) 
Ep.6,15 1g 
Adults also engage in 
activities and naturally make 
mistakes. 
Children realise it is ok to make a mistake 
and are not told off or ridiculed. 
Confidence to engage in tasks or 
persevere increases because they see ǯ  B    C  D  1h 
Young people are able to have 
some say in the rules 
Young people understand the rules and 
have been able to think for themselves 
why these are necessary 
Young people become more independent 
because they have to think for 
themselves in this environment 
 B 1i 
Positive male and female role 
models endeavor to develop 
and maintain positive 
relationships 
Children develop trust in the adults and 
meaningful relationships 
Adults able to build positive self-esteem 
in children 
 A  
D 
1j 
 
2. Outcome - Social skills 
Context Mechanism Outcome Source Data  
Children are given freedom to 
play independently of adult 
intervention 
Children become more accustomed to 
working independently of adults and 
with other children 
Children negotiate effectively with each 
other to achieve group tasks 
Children gain an increased awareness of ǯrsonal space  
ǯ
Murray (2005) 
Massey (2004) 
A 
C  
Ep.1,3 
H4 
2a 
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Children are encouraged to 
work together on tasks that 
require more than one 
person (such as moving 
things) 
They begin to appreciate that more can 
be achieved in a pair or group and listen 
to each other 
ǯ 
demonstrate more pro-social, helpful 
behaviour  
ǯ
Murray (2005) 
Massey (2004) 
A 
D 
Ep.1,2,5, 
6,8,10,11 
F3 
2b 
Sharing of tools, tasks, 
resources (e.g. food/drink, 
fire lighting) 
Children want to negotiate, share or 
work on tasks together 
Children relate positively to members of 
their peer group and develop sharing skills 
ǯ
Murray (2005) 
Murray (2003) 
A 
Ep.2,7,13, 
15 
2c 
Environment presents risk of 
being hurt, e.g. brambles 
could cause scratches or trips 
Children become more aware of the 
risks to themselves and others due to 
need to keep safe 
Children become more aware of others and 
help them avoid danger and build trusting 
relationships.  
Murray (2003) 
Waters and Begley 
(2007) 
Ep.13 2d 
Opportunities for teamwork Children see joint creations More likely to seek others in the future Ȃ 
teamwork becomes more natural 
Murray (2003) 
Roe and Aspinall 
(2011b) 
Ep.14 I1 
J4 F4 F7 
2e 
Children see the physical 
consequences of their actions  
Children become more aware of the 
consequences of their actions 
Children take more time to consider the 
consequences of their actions in future 
Borradaile (2006) ? 2f 
Children have their basic 
needs met (food, water)  
Children are not preoccupied with 
meeting basic needs  
Children are able to focus on fulfilling needs 
for relationships leading to personal growth 
(Maslow, 1954) 
Davis and Waite 
(2005) 
A 
Ep.1,4,6, 
10 
2g 
Children are free to move 
around in the environment 
and choose their activities 
Children do not feel inhibited by rules 
and expectations 
Shy children engage and communicate with 
others more, at Forest School and in the 
classroom  
Davis and Waite 
(2005) 
E 2h 
Children can move around 
the environment and select 
their activities & peers to play 
with 
Children experience success working 
with different groups of pupils from the 
classroom environment and see 
strengths of other children 
Changes occur in the social hierarchy and 
new friendships are formed  
Davis and Waite 
(2005) 
A  
C  
J3 
2i 
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3. Outcome - Language and Communication 
 
Context Mechanism Outcome Source Data  
Opportunities for natural and 
spontaneous talk  
Children recognise the need to 
communicate their ideas to peers on 
practical issues and through play 
Children become better at cooperation as 
they are more able to negotiate verbally with 
others to achieve group tasks 
ǯ
Murray (2005) 
Davis and Waite 
(2005) 
C 
Ep.2,8, 
14 
3a 
Provides multi-sensory 
experiences/ real context for 
new vocabulary  
They are motivated to discuss the multi-
sensory experiences at Forest School 
Children become more confident at 
communicating with peers and adults and 
talk about their experiences at Forest School 
in other contexts (e.g. home and school). 
They use more eye contact.  
ǯ
Murray (2005) 
Massey (2004) 
Borradaile (2006) 
Murray (2003) 
Ep.1,6, 
15  
H1 
3b 
More variable and 
unpredictable situations than 
in a classroom  
Children are motivated to use more 
descriptive language to describe the 
unfamiliar environment 
Language skills are developed (verbal and 
written language). Questions become more 
specific  
ǯ
Murray (2005)  
Massey (2004) 
Borradaile (2006) 
C 
 
 
 
3c 
Culture of free speech and no Ǯǯ
answer 
Children learn that they ǯ
laughed at if they say something wrong 
or silly 
Children are relaxed and speak more freely 
and naturally Ȃ frustration is reduced Ritchie (2010) Davis and Waite 
(2005) 
B  
D 
3d 
High ratios of adults to 
children 
Frequent opportunities for adults to 
extend child speech through narrating 
their activities, asking questions or 
providing specific vocabulary  
Extended spoken sentences and enhanced 
vocabulary 
Davis and Waite 
(2005) 
Ep.1 3e 
Opportunities for teamwork 
over a sustained amount of 
time 
Child feels more socially connected and 
accepted 
More frequent natural speech and 
conversation occurs 
 A  
D 
3f 
No set structure to the day so 
time is available for activities 
and conversations 
ǯ
answers to questions and not rushed to 
finish their sentences  
Speech is more fluent  B 3g 
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Young person and adult have 
developed a positive trusting 
relationship 
Young person feels comfortable to come 
to the adult to discuss issues or ask if 
they have questions  
Young people learn by communicating what ǮǯǤǤ  A  C  Ep.3 
J3 
3h 
 
4. Outcome - Motivation and Concentration 
 
Context Mechanism Outcome Source Data  
Opportunities for children to 
show responsibility (e.g. 
using knives, lighting fires) 
Child has the choice to act responsibility 
and keep themselves and others safe 
Child is motivated to be responsible so 
keeps themselves and others safe and has 
opportunities in the future  
Borradaile (2006) Ep.2,6,8, 
15 
G4 
4a 
Learning opportunities are 
meaningful and child-initiated 
allowing for imaginative, 
creative and explorative 
activities 
? Children persevere for longer on projects 
they are involved in. They are keen to attend 
and get ready more quickly (as opposed to 
reluctantly).  
They share their success with adults and 
peers away from Forest School  
They are more imaginative and eager to 
explore 
ǯ
Murray (2005) 
Massey (2004) 
Borradaile (2006) 
Murray (2003) 
Archimedes 
Training (2011) 
Knight (2011b) 
Ridgers, Knowles 
and Sayers (2012) 
Roe and Aspinall 
(2011b) 
A  
D 
Ep.4,7, 
8,11,12, 
13 
H2 I2 
4b 
Focus on developing the 
whole child as part of the 
Forest School experience 
Children can focus and concentrate for 
longer periods of time on tasks and 
issues that interest them 
Children demonstrate an increased 
knowledge of the environment. They strive 
to make sense of their surroundings and 
learn more.  
ǯ
Murray (2005) 
B  
Ep.6 
4c 
Activities may have a large or 
small group element 
Children have opportunities to be the 
leader 
Increases motivation to take part Massey (2004) Ep.2  
J3 
4d 
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Children are out in all 
weathers (dressed 
appropriately) on a regular 
basis 
Children come to feel safe in the 
environment and learn to take steps to 
look after themselves (wearing coats 
when cold) 
Children feel comfortable to engage with the 
Forest School environment and weather is 
no longer a barrier to play 
Massey (2004) 
Murray (2003) 
Ridgers, Knowles 
and Sayers (2012) 
A 4e 
No time constraints at Forest 
School 
ǯ
finish and move onto something else 
Young people can become immersed in 
activities and do this because they are 
intrinsically (as opposed to extrinsically) 
motivated. 
 B 4f 
5. Outcome - Physical Skills 
 
Context Mechanism Outcome Source Data  
The environment provides 
challenges which need 
overcoming, such as walking 
over rough terrain 
Gross motor control is required to work 
within the environment 
Increased gross motor control ǯ
(2005)  
Swarbrick, 
Eastwood and 
Tutton (2004) 
A  
B 
5a 
Children are required to 
handle tools and natural 
resources 
In the pursuit of a task or goal at Forest 
School, children have the opportunity to 
make use of their fine motor skills and 
coordination 
Improvements to fine motor stamina, control 
and hand-eye coordination 
ǯ
(2005) 
A  
D 
5b 
Children use physical skills 
continually in the Forest 
School environment 
Continual physical feedback, strength 
building and exercise 
Children acquire physical skills (such as 
strength, balance). They become fitter and 
begin to show more awareness of the space 
around them and become more self-reliant. 
ǯand Murray 
(2005) 
Lovell (2009a/b) 
A  
B 
5c 
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6. Outcome Ȃ Knowledge, Understanding of the World and Independence 
 
Context Mechanism Outcome Source Data  
Children are exposed to 
natural processes and 
features of a wild outdoor 
space 
Children engage with the world around 
them and become more aware over time  
Knowledge is gained and retained about flora 
and fauna and they want to take care of the 
wood and other environments, such as their 
gardens 
ǯ
(2005) 
Murray (2003) 
Manyard (2007a) 
Ridgers, Knowles 
and Sayers (2012) 
A 
Ep.1,3
,10 
F6 
6
a 
Learning is predominantly 
child-initiated and elements 
of the curriculum are 
presented in a practical 
context 
Children are eager to discover things for 
themselves and they acquire an innate 
motivation to learn 
Children learn information about the natural 
environment and develop skills 
Children are keen for their parents to take Ǯǯ
share their knowledge 
ǯ
(2005) 
A  
B 
Ep.2 
G4 
6
b 
Children have time and space 
to consider problems 
ǯ
immediate response to a question and ǯ Children take time over solving problems and are more likely to be successful Manyard (2007a) Swarbrick, Eastwood and 
Tutton (2004) 
Borradaile (2006) 
Knight (2011b) 
E.p2,3 6
c 
Exposure to curriculum areas 
of maths, science, music, 
literacy and language in real-
life context 
 
Ǯǯ
time Ȃ abstract concepts become 
concrete  
Children retain knowledge and develop a 
healthy attitude towards learning 
Manyard (2007) 
Borradaile (2006) 
Murray (2003) 
B 
Ep.3,4
,9, 
12,15 
6
d 
Child have opportunities to 
create in the natural 
environment 
 
? Creative thinking is enhanced Borradaile (2006) E.p7,8 
H4 
6
e 
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Young people are exposed to 
changes in a natural 
environment over time and 
can see the effects they have 
on it (e.g. plants 
growing/clearing brambles)  
Children take care to note changes and 
may purposefully watch something over 
time 
ǯ
awareness of the world improves.  
Murray (2003) A  
D  
Ep. 
10, 13 
6
f 
Opportunities for skills and 
knowledge gained at Forest 
School to be linked to other 
contexts 
(school/home/college)  
Children learn to link up experiences, 
knowledge and understanding when in 
other contexts 
Skills, knowledge and understanding are 
transferred into other contexts 
Murray (2003) ǯ
(2005) 
Ridgers, Knowles 
and Sayers (2012) 
C  
H1 H2 
H4  
G1 G4 
6
g 
Skilled adults show children 
how to complete tasks when 
are they are interested in 
knowing  
 
Children see the skills as useful to them 
and learn the importance of listening 
Children learn the skill to a level of 
maintenance and listening skills improve 
Vandewalle (2010)  
Murray (2003) 
Ep.2,7
,8, 
11,13 
H4 G1 
6
h 
Practical skill development is 
made more explicit by adults 
and is more observable to 
children than social dev. 
Young people see Forest School as 
primarily for gaining practical skills 
Young people focus on developing practical 
skills and this dominates their experience of 
Forest School 
Davis and Waite 
(2005) 
H1 H2 
H4 
6
i 
Young people use tools 
including knives or 
powertools which they may 
not usually have access to 
Young people are motivated to use the 
tools to make things 
Safe use of tools and acquiring skills which 
they can use in other contexts 
(work/training/home) 
 A 
Ep.2,7
,8  
H1 
F1 
6
j 
Opportunities for discussing 
issues e.g. items in the news, 
issues relating to College or 
employment 
Young people feel comfortable to raise 
issues which they are considering  
Young people learn and develop some 
independence from having questions 
answered and listening to others including 
the adults 
 A  
B 
Ep.12 
6
k 
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7. Outcome - New Perspectives in adult/child relationships 
 
Context Mechanism Outcome Source Data  
Pupils and teachers interact 
in an outdoor environment 
from the classroom 
Pupils and teachers get a better 
understanding of each other and develop 
trust 
Positive and lasting relationships/friendships 
are formed. High quality interactions occur 
and practitioners gain a better understanding 
of the children (e.g. individual learning 
styles). Children and adults have more respect 
for each other.   
 
ǯen and 
Murray (2005) 
Swarbrick, 
Eastwood and 
Tutton (2004) 
Roe and Aspinall 
(2011b) 
A 
B 
C  
D  
H4  
J2 
7
a 
Pupils and teachers in same 
outdoor environment 
Pupils and teachers face the same 
challenges, e.g. coping with adverse 
weather 
Relationships are ultimately more positive 
and understanding 
 
ǯ
Murray (2005) 
B  
C  
Ep.1 
7
b 
There are opportunities to 
assess children in a 
different way 
Adults see strengths which are not drawn 
out in the classroom 
Adults have a more positive view and wider 
expectations  
ǯ
Murray (2005) 
Massey (2004) 
Borradaile (2006) 
Murray (2003) 
J2 7
c 
Forest School occurs 
regularly for at least one 
academic year 
Young people have time to develop trusting 
relationships with the adults who actively 
listen to them and value their views 
Young people trust that the adults genuinely 
want to support them 
 A  
J3 
7
d 
Children call adults by their ǯ
school uniform 
Young people feel that they are being Ǯǯǡ
for power in a more authoritarian 
relationship 
Young people find it easier to develop positive 
relationships with the adults. 
 A  
B  
D 
7
e 
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8. Outcome - Ripple effects 
 
Context Mechanism Outcome Source Data  
Opportunities for 
demonstration of skills and 
knowledge in different 
contexts 
Parents take more interest in Forest ǯ Children grown in self-esteem from having their achievements valued by their parents. 
Families visit woodland settings more often.  
ǯ
(2005) 
Swarbrick, 
Eastwood, Tutton 
(2004) 
G4 8a 
 
 
9. Outcome Ȃ Emotional Well-being & Behaviour 
 
Context Mechanism Outcome Source Data  
Regular access to a 
woodland environment 
Environment has a calming restorative 
effect on the young people 
ǯȋ
measured by stress, energy, anger and 
hedonic tone)  
Roe and Aspinall 
(2011a) 
A  
D 
Ep.3,5 
H1 H2 
H4 G4 
9a 
Offers a different 
environment for pupils 
with difficulties (conflict at 
home, medical needs) 
Enables children to have a different focus 
(non-effortful attention) and time to 
relax 
Enhances resilience by reducing the impact 
of external difficulties  
Murray (2003) A  
Ep.14 
I3 
9b 
Opportunities for 
repetitive physical activity, 
e.g. whittling sticks 
Children can begin to use this as a Ǯǯ
their emotional state 
Children use coping strategies to deal with 
anger so reduce episodes of challenging 
behaviour 
Murray (2003) 
Roe and Aspinall 
(2011a) 
Ep.1,2, 
7,12 
9c 
Pupils are involved in 
creating the rules and can 
see why those rules are in 
place (safety reasons) 
Young people understand the rules and 
boundaries and the reasons for them 
make sense 
Children follow the rules of the setting and 
feel safe and calm. Fewer exclusions occur 
and attendance improves.  
Murray (2003) 
Archimedes 
Training (2011) 
Ritchie (2010) 
D 9d 
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Informal, relaxed 
environment which 
tolerates some swearing as 
long as it is not directed at 
another person 
? Less frequent inappropriate language  A  
D 
Ep.4,16 
9e 
Forest School is offered for 
one day per week & 
requires pupils to stay in 
school 
Ǯ is poor in ǡ	ǯ FS can be used as external motivation for positive behaviour in school, which may 
include a reduction in swearing and 
smoking (although better behaviour is seen 
more at Forest School than in school) 
 B  
D 
9f 
Opportunities (space and 
resources) exist for free 
play without adult agenda 
Young people are not restricted or 
embarrassed about playing or role play 
Young people develop social skills which 
support their relationship building and 
limits conflict 
 B 9g 
Forest School staff can be a 
positive role model who Ǯǯ
developing a positive and 
trusting relationship 
Young people are not inhibited to talk 
about their feelings or experiences with 
the Forest School leader 
Young people develop their emotional 
literacy and can reflect on their experiences 
 A  
B  
C 
Ep.7,12 
9h 
Vast amounts of free space 
in the environment (not a Ǯǯ
environment) 
Children do not feel physically trapped 
and are able to see around them 
Young people feel safe (not under threat) 
within the environment and have a more 
positive mood. Behaviour is more 
compliant.  
 A 9i 
Some rules are more 
relaxed, rules that are in 
place have safety reasons 
Young people understand the rules and 
boundaries; they are more visible 
Less conflict between adults and young 
people at Forest School in comparison to 
school 
 A  
Ep.15 
I4 
9j 
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10. Enabling Aspects   
 
Context Mechanism Outcome Source Data  
Senior Leadership Team at 
school and Environmental 
Center support the 
programme by giving it 
time and believe it has 
positive effects 
Forest School Leaders can be 
autonomous and feel trusted to 
implement the ethos of Forest School 
(including child-led, relaxed 
atmosphere) 
The programme continues and is not 
undermined by professionals with 
different agendas such as academic results. 
The FSLs can promote a child-centered 
approach  
 A  
B  
C 
10a 
An additional adult from 
school attends who 
understands and supports 
the Forest School ethos. 
This increases the adult: 
child ratio. 
All adults promote the same, child-
centered approach and the additional 
adult can share information with the 
Forest School leaders and support the 
programme through additional 
supervision 
Young people understand the Forest 
School ethos because the adults have a 
consistent idea of what it is. Forest School 
leaders understand the needs of the child 
 A  
C 
10b 
A skilled Forest School 
leader embeds a child-led 
ethos, has a high level of 
practical skills and can Ǯǯ 
Young people notice tǯ
and are impressed and eager to gain 
those same skills 
A positive and motivated working 
relationship is established 
 A      B 
C      D 
Ep.2,4,5, 
7,12 
10c 
The Forest School site is 
sufficient distance from 
the school site 
Young people understand that the rules 
and boundaries are different from 
school  
ǯ
positive  
 D 10d 
Wood is large enough for 
groups to have their own Ǯǯ
have to share with others 
Prevents children feeling jealous or 
upset if their creations get moved 
Prevents anger or poor engagement  B 10e 
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11. Hindering Aspects   
 
Context Mechanism Outcome Source Data  
Bad weather conditions ǯ	Ǥǯ their 
children to school for fear they will have 
to go to Forest School in the wet 
Forest School is cancelled or staff/children ǯǤǯ	Ǥ Swarbrick, Eastwood and Tutton (2004)  D 11a 
The rules at Forest School 
are different to school and 
staff may allow behaviours 
which would not be 
acceptable in school 
Some members of staff consider FS to be 
inappropriate due to children having 
little consistency in terms of behavioural 
expectations 
Tension is caused between Forest School 
staff and school staff which may threaten the ǯ Davis and Waite (2005) ? 11b 
Environment is new and 
some children may lack 
experience in a woodland 
setting 
Children feel frightened of the risks at 
Forest School (e.g. using knives and 
lighting fires) and the lack of visible 
boundaries  
Children experience a negative emotional 
response (fear) and may not want to attend 
Forest School 
Davis and Waite 
(2005) 
? 11c 
ǯ
personal preferences, 
experiences or SEN 
Young person finds it difficult to cope 
with changes in their environment or is 
not motivated to go to Forest School due 
to increased anxiety or dislike of the 
environment and activities 
Young person may refuse to attend or 
participate in the activities. Forest School 
leaders are likely to raise this with school 
and arrange for someone else to come in 
their place. The Forest School experience is 
fundamentally voluntary.  
 A 
C 
D  
H4 
11d 
Exterior influences on the 
child/young person (e.g. 
unstable/abusive home 
life) 
Young person cannot concentrate due to 
feeling distracted by external influences  
Engagement with Forest School is hindered 
and their post-school path continues down a 
more negative route 
 A  
B 
11e 
Financial limitations to 
school budget 
Funding is withdrawn for the 
programme/too many children sent so 
adults do not have time for individuals 
Forest School is not a success because quality 
relationships between adults and children 
cannot be built or maintained Bp.2 
 C 11f 
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Children are back in 
lessons in school with other 
pupils who do not attend 
Forest School 
Children are with peers who they do not 
have good relationships with and this 
interferes with learning in school 
Progress made at Forest School 
(confidence/motivation/engagement) is not 
transferred to a school setting 
 J3 11g 
Free choice and child-led 
activities 
Children know they are not required to 
do anything 
Young people may choose not to get involved 
in an activity and then get bored  
 H4 11h 
 
 
Future development: 
Access for wheelchair users (Swarbrick, Eastwood and Tutton, 2004) and Forest School for all children (Participant B) 
Forest School to be continuous for all children (Participants A+B) 
More links between Forest School and the curriculum in school (Parent G4) 
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Appendix 8.16 Realist Interview Plan 
Focus Group Realist Interview Plan 
Laura Southall - Trainee Educational Psychologist  
 
¶8VLQJ5HDOLVWLF(YDOXDWLRQWRHYDOXDWH¶)RUHVW6FKRRO·ZLWK<RXQJ
People aged 14-ZLWK6SHFLDO(GXFDWLRQDO1HHGV· 
 
Research reminders 
Your participation is entirely voluntary͒ 
You are free to decline to answer any questions  
You are free to withdraw at any time͒ 
(YHU\RQH·VLGHDVDUHYDOXHGDQGUHVSHFWHG 
 
Background to this Focus Group 
You are being asked to reflect individually and as a group, on a 
GHYHORSLQJ¶SURJUDPPHWKHRU\·which I am going to share with you 
today. This programme theory has been developed from your 
interviews and the existing literature regarding what others have 
said about how Forest School works. The aims of this research is to 
find out ¶ZKDWZRUNVIRUZKRPLQZKLFKFLUFXPVWDQFHV·. 
 
Aim of the Focus Group 
You are very important in this research and together we are 
developing a theory about how Forest School works for vulnerable 
young people. I would like you to read through the programme theory 
I have developed, comment on it and rank each statement in terms of 
importance to programme success, please. Your comments will help to 
refine the theory further.  
 
The programme theory has been developed by identifying possible 
mechanisms, contexts and outcomes which explain how the 
programme works. It is based on the thinking that outcomes can only 
occur when the contextual features are correct and can trigger a 
mechanism, as illustrated in this diagram.
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For 
example, if someone is trying to ignite gunpowder, they would need to 
ensure the conditions of the context are right (gunpowder is dry, 
sufficient in quantity, enough heat applied) to ensure that the 
required mechanism of change (a chemical reaction) can occur to 
produce the explosion (outcome).  
 
Mechanisms = Often hidden processes of how change occurs, e.g. how 
the resources on offer affect the thought processes of the young 
people (why a programme works).  
 
Contexts = settings within which the programmes are placed OR 
factors outside the control of programme designers, HJSHRSOH·V
motivation, organisational contexts/structures. 
 
Outcome Patterns = i.e. what happens as a result of Forest School.  
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Getting Started 
 
1.      Individually, please look through the Context, Mechanism and 
Outcome (CMO) configurations and consider whether there are 
any changes (rewording/deleting/adding) required. As you go 
through each section, please also rank the CMOs in terms of 
how important you think they are to Forest School, using the 
following guide.   
 
1 Critical 
2 Ideal 
3 Partially important 
4 Not important 
 
2. Next, please come together again as a group and have a short 
discussion about each theme to include whether any changes 
should be made to the CMOs. 
 
 
Thank you very much for your time today. Once I have completed the analysis I 
will send you a brief report on the research.  
If you have any further questions, please contact me on 01905 822456. 
 

 
 
Appendix 8.17 Notes from the Realist Interview 
With your consent, I would like to record todays meeting to enable 
me to use your comments to refine and finalise the programme 
theory. Please sign the consent sheet attached if you agree to this. 
,««««««««««««««««DJUHHWKDWWKLVIRFXVJURXSPHHWLQJFDQEHUHFRUGHG
and that my information can be used to refine and finalise the programme 
theories.  
6LJQHG«««««««««««««««««««««««««««'DWHth January 2014 
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Appendix 8.18 Establishing Rankings during the Realist Interview 
 
CMOC 
Code 
Rank A Rank B Rank C Rank D Mean 
Rank  
1a 1   1 1 
1b 1   2 1.5 
1c 2   1 1.5 
1d 2   1 1.5 
1e 1   1 1 
1f 1   1 1 
1g 1   1 1 
1h 2   1 1.5 
1i 1   1 1 
1j 1   1 1 
2a 1   2 1.5 
2b 2   1 1.5 
2c 1   2 1.5 
2d 2   1 1.5 
2e 2   2 2 
2f 1   2 1.5 
*2g 3   3 3 
2h 1   1 1 
2i 3   2 2.5 
3a 1   1 1 
3b 3   2 2.5 
3c 3   1 2 
3d 2   1 1.5 
3e 1   2 1.5 
3f 1   2 1.5 
3g 1   2 1.5 
4a 1  1  1 
4b 1  1  1 
4c 2  1  1.5 
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4d 2  2  2 
4e 1  2  1.5 
5a 1  2  1.5 
5b 3  2  2.5 
5c 1  3  2 
6a 2 2 1  1.6 
6b 2 2 1  1.6 
6c 1 2 1  1.3 
6d 2 3 2  2.3 
6e 3 2 2  2.3 
6f 1 2 2  1.6 
6g 1 1 3  1.6 
6h 1 1.5 2  1.5 
6i 1 2 3  2 
6j 3 2 2  2.3 
6k 1 1 1  1 
7a 3 1 1  1.6 
7b 1 1 1  1 
7c 1 1 1  1 
7d 1 1 1  1 
7e 1 1 1  1 
8a 1 1 2  1.3 
9a 2 1 2  1.6 
9b 2 1 2  1.6 
9c 2 1 1.5  1.5 
9d 1 1 2  1.3 
9e 1 2.5   1.75 
9f 1 1.5   1.25 
9g 1 1   1 
9h 1 1   1 
9i 2 1   1.5 
10a 3 1   2 
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10b 1 1   1 
10c 1 1   1 
10d 1 1   1 
10e 1 1   1 
11a 2 4   3 
11b 1 4   2.5 
11c 1 4   2.5 
11d 1 4   2.5 
11e 1 4   2.5 
11f 2 1   1.5 
11g 3 4   3.5 
11h 3 4   3.5 
 
AFFRUGLQJWRWKHUDQNLQJJVKRXOGKDYHEHHQµSDUWLDOO\LPSRUWDQW¶+RZHYHUDIWHUWKH
PHPEHUFKHFNZLWKD)6/KHDVNHGWKDWLW¶VLPSRUWDQFHWREHraLVHGWRµLGHDO¶7KLVLV
why tit appears in green in appendix 8.19.  
 
Participants were asked to rank each CMOCs in terms of how important it was to 
programme success. Participants were asked to give a rank of 1 for critical, 2 for ideal, 3 
for partially important and 4 for not important. However, two and sometimes three people 
ranked each CMOC and therefore averages were used. Gaining averages meant that 
CMOCs were not always ranked as a whole number, therefore a range of scores was 
needed to correspond to each CMOC. The following system was decided on: 
 
 
0-1 Critically Important 
 
1.1 ± 2 Ideal 
 
2.1 ± 3 Partially Important 
 
3.1 ± 4 Not important 
 
This system of ranking was decided upon so that CMOCs were only critical if all rankers 
JDYHDµ¶VRQRWWRRYHUHVWLPDWHWKHILQGLQJV$OVRWKHV\VWHPKDGWRHQGDWEHFDXVH
that was the lowest number given.
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Appendix 8.19 Final CMOCs (Programme Specification 3) 
1. Outcome - Confidence 
 
Context Mechanism Outcome Source Data  
Among natural resources in a 
woodland setting where 
adults model what children 
can make. 
Child knows that creation is achievable 
(they have the materials and adults can 
help them).  
Young people achieve at something new 
and receive positive feedback about 
their achievements which make them 
more likely to attempt other projects 
independently in future. A culture of 
enterprise develops. 
ǯ
Murray (2005) 
Massey (2004) 
Borradaile (2006) 
B 
C  
Ep.9  
G4  
J3 
1a 
Sessions are regular and 
frequent, lasting throughout 
the school year. 
Children have the time and space to 
become more at home in an unfamiliar 
environment. 
Children experience success and develop 
a greater self-belief in their capabilities 
and become more confident to try new 
activities. 
ǯand 
Murray (2005) 
Knight (2011b) 
Ridgers, Knowles 
and Sayers (2012) 
Davis and Waite 
(2005) 
A 
B 
C 
1b 
Children are taught routines 
for safe behaviour in the 
outdoors. 
The routines become embedded and 
provide a framework for safe exploration. 
Safe exploration enables confidence to 
be built through self-discovery. 
ǯ
Murray (2005) 
Ep.1, 6 
H1 
1c 
Children engage in child-led 
learning and choose from a 
diverse range of novel 
activities on offer set up by 
qualified Forest School 
Leader (FSL). 
Children are engaged and know they can 
follow their own interests and initiate 
their own plan and learning. 
Children succeed and are more likely to 
be confident to approach potentially 
challenging tasks in the future. 
ǯ
Murray (2005) 
Murray (2003) 
Knight (2011b) 
 
 
A  
B 
D  
Ep.1, 10  
G1 G4 
H1 
1d 
Exposure to risk of harm in 
the environment with adults 
who ǯǡ
e.g. tool use, proximity to fire. 
Child must independently consider the 
risk/benefit and become more aware of 
the risk to themselves. 
Children more able and willing to take 
appropriate risks in their learning and 
throughout life. 
Manyard (2007b) 
Massey (2004) 
Murray (2003) 
Knight (2011b) 
Waters and Begley 
(2007) 
A 
D  
Ep.2, 5, 
6, 13 
F1 G4  
1e 
 257 
The environment is 
physically away from the 
school. 
Children know that different rules apply 
and this allows a permissive risk-taking 
ethos. 
Children more able and willing to take 
risks in their learning and throughout 
life. 
Waters and Begley 
(2007) 
A C 
D  
H2 
1f 
High adult: child ratio means 
child can be 
supported/supervised on a 
task if required (e.g. building 
a shelter). 
Child learns from the adult helper and 
needs less help next time. 
Increased confidence in own ability and 
independence.  
Massey (2004) 
Waters and Begley 
(2007) 
Manyard (2007a) 
Ep.6, 15 1g 
Adults also engage in 
activities and naturally make 
mistakes. 
Children realise it is acceptable to make a 
mistake and are not told off or ridiculed. 
ǯ
and perseverance increases because ǯǤ  B C D  1h 
Young people have some say 
in the Forest School (FS) 
rules. 
Young people understand the rules and 
think for themselves why they are 
necessary. 
Young people become more independent 
because they have to think for 
themselves in this environment. 
 B 1i 
Positive male and female 
adult role models endeavor to 
develop and maintain 
positive relationships. 
Children start to trust the adults and 
meaningful relationships develop. 
Adults are able to build positive self-
esteem in the children because they have 
a positive relationship.  
 A 
D 
1j 
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2. Outcome - Social skills 
Context Mechanism Outcome Source Data  
Children are given freedom to 
play independently of adult 
intervention. 
Children become more accustomed to 
working independently of adults and 
with other children. 
Children negotiate effectively with each 
other to achieve group tasks and ǯ
personal space. 
ǯ
(2005) 
Massey (2004) 
A  
C  
Ep.1,3 
H4 
2a 
Children are encouraged to 
work together on tasks that 
require more than one 
person (e.g. moving logs). 
They begin to appreciate the need to 
listen to each other and realise that 
more can be achieved in a pair or group. 
ǯ
they demonstrate more pro-social, 
helpful behaviour. 
ǯ
(2005) 
Massey (2004) 
A C 
D  
Ep.1, 2, 5, 
6, 8, 10,11 
F2 
2b 
Tools, tasks and resources 
need to be shared (e.g. food, 
knives, fire lighting). 
Children need to negotiate, share and 
work on tasks together. 
Children relate more positively to 
members of their peer group and 
sharing skills improve. 
ǯ
(2005) 
Murray (2003) 
A C 
Ep.2, 7, 
13, 15 
2c 
Environment presents risk of 
being hurt (e.g. brambles 
could cause scratches). 
Children become more aware of the 
risks to themselves and others due to 
the need to keep safe. 
Children become more aware of others 
and help them avoid danger and build 
trusting relationships.  
Murray (2003) 
Waters and Begley 
(2007) 
Ep.13 2d 
The environment presents 
opportunities for teamwork. 
Children see the result of their joint 
creations. 
Children are more likely to seek others 
in the future for tasks as teamwork 
becomes more natural. 
Murray (2003) 
Roe and Aspinall 
(2011b) 
B     Ep.14  
F2 
I1 J4  
2e 
Children see the physical 
consequences of their actions.  
Children become more aware of the 
consequences of their actions. 
Children take more time to consider 
the consequences of their actions in 
future. 
Borradaile (2006) K 2f 
Children have their basic 
needs met (e.g. food, shelter, 
water).  
Children are not preoccupied with 
meeting their basic needs.  
Children are able to focus on fulfilling 
needs for relationships leading to 
personal growth (Maslow, 1954). 
Davis and Waite 
(2005) 
A  
Ep.1, 4, 6, 
10 
2g 
Children have free choice in 
the environment.  
Children do not feel inhibited by rules 
or expectations. 
Shy children engage and communicate 
with others more regularly.  
Davis and Waite 
(2005) 
Ep.7 2h 
Children have free choice to 
play/work with different 
peer groups.  
Children experience working with 
different groups of pupils and see 
strengths of other children. 
Changes occur in the social hierarchy 
and new friendships are formed.  
Davis and Waite 
(2005) 
A  
C  
J3 
2i 
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3. Outcome - Language and Communication 
 
Context Mechanism Outcome Source Data  
Less structure provides 
regular opportunities for 
natural and spontaneous talk.   
During activities, children recognise the 
need to communicate their ideas to 
peers on practical issues and in play. 
Children become better at cooperation as 
they are more able to negotiate verbally with 
others to achieve group tasks. 
ǯ
Murray (2005) 
Davis and Waite 
(2005) 
C  
D 
Ep.2,8, 
14 
3a 
The environment provides 
multi-sensory experiences 
and a real context for new 
vocabulary, including 
unpredictable situations (e.g. 
weather changes).  
Children are motivated to discuss the 
multi-sensory experiences at Forest 
School including use of new vocabulary.  
Children become more confident at 
communicating with peers and adults and 
talk about their experiences at Forest School 
in other contexts (e.g. home and school). 
Children use more eye contact and questions 
become more specific.  
ǯ
Murray (2005) 
Massey (2004) 
Borradaile 
(2006) 
Murray (2003) 
C 
Ep.1,6, 
15  
H1 
J2 
3b 
There is a culture of free 
speech and no pressure to ǮǯǤ ǯǮǯanswer.  Children are relaxed and speak more freely and naturally because verbal frustration is reduced. Ritchie (2010) Davis and Waite (2005) B D 3c 
High ratios of adults to 
children. 
Frequent opportunities for adults to 
extend child speech through narrating 
their activities, asking questions or 
providing specific vocabulary.  
ǯ
and their vocabulary is enhanced. 
Davis and Waite 
(2005) 
Ep.1 3d 
The programme provides 
opportunities for regular 
teamwork over a year. 
Children feel more socially connected 
and accepted within the peer group. 
Friendships develop and more frequent 
natural speech and conversation occurs. 
 A 
D 
3e 
No set structure to the day so 
time is available for activities 
and conversations. 
ǯ
answers to questions quickly and are 
not rushed to finish their sentences.  
Speech becomes more fluent.  B 3f 
Young people and adults 
develop positive, trusting 
relationships. 
Young people feel comfortable to come 
to the adults to discuss issues or ask if 
they have questions.  
Young people learn by asking what they ǮǯǤ
Shy children communicate more. 
 A  
C  
Ep.3 J3 
3g 
 
 
 
 260 
4. Outcome - Motivation and Concentration 
Context Mechanism Outcome Source Data  
There are opportunities for 
children to show 
responsibility (e.g. using 
knives, lighting fires). 
Children are motivated to act 
responsibly and keep themselves and 
others safe, or not use the tools  
Children are motivated to be responsible 
and keep themselves and others safe and 
have further opportunities to use tools in 
the future.  
Borradaile (2006) Ep.2,6,
8, 15 
G4 
4a 
Learning opportunities are 
meaningful and child-
initiated. 
Children know they can structure their 
own activities to allow for imaginative, 
creative and explorative activities. 
Children persevere for longer on projects 
they are involved in. They are keen to 
attend and get ready more quickly (as 
opposed to reluctantly). They share their 
success with adults and peers away from 
Forest School and are more imaginative 
and eager to explore. 
ǯ
(2005) 
Massey (2004) 
Borradaile (2006) 
Murray (2003) 
Archimedes 
Training (2011) 
Knight (2011b) 
Ridgers, Knowles 
and Sayers (2012) 
Roe and Aspinall 
(2011b) 
A 
B 
C 
D 
Ep.4,7, 
8,11, 
12, 13 
H2 I2 
K 
4b 
Activities may have a large or 
small group element. 
Children have opportunities to be the 
leader of a large or small group. 
Leadership increases motivation to take 
part. 
Massey (2004) Ep.2  
J3 
4c 
Children are out in all 
weathers (dressed 
appropriately) on a regular 
basis. 
Children come to feel safe in the 
environment and learn to take steps to 
look after themselves (e.g. wearing a 
coat when cold). 
Children feel comfortable to engage with 
the Forest School environment and 
weather is not a barrier to play. 
Massey (2004) 
Murray (2003) 
Ridgers, Knowles 
and Sayers (2012) 
A 
B 
4d 
There are few time 
constraints at Forest School. 
ǯ
finish activities and move onto 
something else. 
Young people can become immersed in 
activities and do this because they are 
intrinsically (as opposed to extrinsically) 
motivated. 
 B 4e 
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5. Outcome - Physical Skills 
 
Context Mechanism Outcome Source Data  
The environment provides 
challenges which need 
overcoming (e.g. walking over 
rough terrain).  
Gross motor control is required to 
work within the environment. 
Increased gross motor control and stamina. ǯ
(2005)  
Swarbrick, 
Eastwood and 
Tutton (2004) 
A  
B 
5a 
Children are required to 
handle and manipulate tools 
and natural resources.  
Children need to use fine motor skills 
and coordination when undertaking 
tasks 
Improvements to fine motor stamina, 
control and hand-eye coordination. 
ǯ
(2005) 
A  
D 
5b 
Children use physical skills 
continually in the Forest 
School environment. 
Children are exercising continually, 
building their strength and receiving 
physical feedback. 
Children acquire physical skills (such as 
strength and balance). They become fitter, 
show more awareness of the space around 
them. 
ǯ 
(2005) 
Lovell (2009a/b) 
A 
B 
5c 
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6. Outcome Ȃ Knowledge, Understanding of the World and Independence 
 
Context Mechanism Outcome Source Data  
Children are exposed to 
natural processes and 
features of a wild outdoor 
space. 
Children engage with the world 
around them and become more 
aware over time.  
Knowledge is gained and retained about 
flora and fauna and they want to take care 
of the wood and other environments, such 
as their gardens. 
ǯ
(2005) 
Murray (2003) 
Manyard (2007a) 
Ridgers, Knowles 
and Sayers (2012) 
A  
B 
Ep.1,3,
10 
F3 
6a 
Learning is predominantly 
child-initiated. 
Children are eager to discover things 
for themselves and are intrinsically 
motivated to learn 
Children learn about the natural 
environment and develop skills. 
Children are keen for their parents to take Ǯǯ
share their knowledge. 
ǯ
(2005) 
A 
B 
Ep.2 
G4 
6b 
Children have time and space 
to consider problems. 
ǯ to give 
an immediate response to a question ǯǤ Children take time over solving problems and are more likely to be successful. Manyard (2007a) Swarbrick, Eastwood and 
Tutton (2004) 
Borradaile (2006) 
Knight (2011b) 
E.p2,3 6c 
Exposure to curriculum areas 
of maths, science, music, 
literacy and language in real-
life context. 
 
Ǯǯ
that time Ȃ abstract concepts become 
concrete.  
Children retain knowledge and develop a 
healthy attitude towards learning. 
Manyard (2007) 
Borradaile (2006) 
Murray (2003) 
B 
Ep.3,4,
9,12,15 
6d 
Child have opportunities to 
create in the natural 
environment. 
 
Children want to express themselves 
and are able to have a go without fear 
of failure.  
Creative thinking is enhanced. Borradaile (2006) C 
E.p7,8 
H4  
K 
6e 
Young people are exposed to 
changes in a natural 
environment over time and 
Children take care to note changes 
and may purposefully watch 
something change or grow over time. 
ǯ
awareness of the world improves.  
Murray (2003) A  
D  
Ep.10, 
6f 
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can see the effects they have 
on it (e.g. plants 
growing/clearing brambles). 
13 
Opportunities for skills and 
knowledge gained at Forest 
School to be linked to other 
contexts 
(school/home/college).  
Children learn to link up experiences, 
knowledge and understanding when 
in other contexts. 
Skills, knowledge and understanding are 
transferred into other contexts. 
Murray (2003) ǯ
(2005) 
Ridgers, Knowles 
and Sayers (2012) 
B 
C  
G1 G4 
H1 H2 
H4  
6g 
Skilled adults show children 
how to complete tasks when 
they are interested in 
knowing. 
Children see the skills as useful to 
them and learn the importance of 
listening. 
Children learn skills to a level of 
maintenance and listening skills improve. 
Vandewalle (2010)  
Murray (2003) 
Ep.2,7,
8,11,13 
G1 
H4 
6h 
Practical skill development is 
made more explicit by adults 
and is more observable to 
children than social 
development. 
Young people see Forest School as 
primarily for gaining practical skills. 
Young people focus on developing practical 
skills and this dominates their experience 
of Forest School. 
Davis and Waite 
(2005) 
H1 H2 
H4 
6i 
Young people use tools 
including knives or 
powertools which they may 
not usually have access to. 
Young people are motivated to use 
the tools. 
Safe use of tools and acquiring skills which 
they can use in other contexts 
(work/training/home). 
 A 
Ep.2,7,
8  
F1 F4 
H1 
6j 
Opportunities for discussing 
issues (e.g. items in the news, 
issues relating to College or 
employment). 
Young people feel comfortable to 
raise issues which they are 
considering.  
Young people learn and develop some 
independence from having questions 
answered and listening to others including 
the adults. 
 A  
B 
Ep.12 
6k 
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7. Outcome - New Perspectives in adult/child relationships 
 
Context Mechanism Outcome Source Data  
Pupils and teachers interact 
in an outdoor environment 
away from the classroom. 
Pupils and teachers get a better 
understanding of each other and 
develop trust. 
Positive and lasting relationships 
are formed. High quality interactions occur 
and practitioners gain a better 
understanding of the children. Children 
and adults have more respect for each 
other.   
 
ǯ
(2005) 
Swarbrick, 
Eastwood and 
Tutton (2004) 
Roe and Aspinall 
(2011b) 
A 
B 
C  
D  
H4  
J2 
7a 
Pupils and teachers are in 
the same outdoor 
environment. 
Pupils and teachers face the same 
challenges (e.g. coping with adverse 
weather). 
Relationships are ultimately more positive 
and understanding. 
 
ǯMurray 
(2005) 
B 
C  
Ep.1 
7b 
There are opportunities to 
assess children in a 
different way. 
Adults see ǯstrengths which 
may not be drawn out in the 
classroom. 
Adults have a more positive view of 
children and wider and higher 
expectations.  
ǯ and Murray 
(2005) 
Massey (2004) 
Borradaile (2006) 
Murray (2003) 
J2 7c 
Forest School occurs 
regularly for at least one 
academic year. 
Young people have time to develop 
trusting relationships with the adults 
who actively listen to them and value 
their views. 
Young people trust that the adults 
genuinely want to support them. 
 A 
J3 
7d 
Children call adults by their ǯ
school uniform. 
Young people feel that they are being 
treated as adults and are on a more Ǯǯadults, rather than 
fighting for power in a more 
authoritarian relationship. 
Young people find it easier to develop 
positive relationships with the adults. 
 A  
B  
D 
7e 
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8. Outcome - Ripple effects 
 
Context Mechanism Outcome Source Data  
Opportunities for 
demonstration of skills and 
knowledge in different 
contexts (e.g. home or 
school). 
Children are enthusiastic about Forest 
School and talk about it in other 
contexts.   
ǯ
interest and children grown in self-esteem 
from having their achievements valued by 
their parents. Families visit woodland 
settings more often.  
ǯ
(2005) 
Swarbrick, 
Eastwood, Tutton 
(2004) 
G4 8a 
 
9. Outcome Ȃ Emotional Well-being & Behaviour 
Context Mechanism Outcome Source Data  
Regular access to a natural 
woodland environment. 
Environment has a calming restorative 
effect on the young people. 
ǯȋ
measured by stress, energy, anger and 
hedonic tone).  
Roe and Aspinall 
(2011a) 
A B  D 
Ep.3,5 
G4  
H1 H2 
H4 
9a 
Offers a different 
environment for pupils 
with difficulties (e.g. 
conflict at home) 
Enables children to have a different 
focus (non-effortful attention) and time 
to relax. 
Resilience is enhanced and the impact of 
external influences reduces.  
Murray (2003) A  
B 
Ep.14 
I3 
9b 
Opportunities for 
repetitive physical activity, 
(e.g. whittling sticks, 
hitting sticks). 
Children can begin to use this as a Ǯǯ
their emotional state. 
Children use coping strategies to deal with 
anger so reduce episodes of challenging 
behaviour. 
Murray (2003) 
Roe and Aspinall 
(2011a) 
Ep.1,2, 
7,12 
9c 
Rules are more relaxed 
than school, and rules that 
do exist have safety 
reasons.   
Young people understand the rules and 
boundaries and the reasons for them 
make sense to them.  
Children follow the rules of the setting and 
feel safe and calm. Fewer exclusions occur 
and attendance improves. Less conflict 
occurs between children and adults.  
Murray (2003) 
Archimedes 
Training (2011) 
Ritchie (2010) 
B 
C 
D 
Ep. 15 
9d 
Informal, relaxed 
environment with trusting 
relationships between staff 
and pupils. 
Young people trust the adults not to 
report inappropriate language to school 
staff if it is not directed at another pupil. 
Less frequent inappropriate language at 
Forest School, in comparison to school 
 A 
D 
Ep.4,16 
K 
9e 
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Forest School is offered for 
one day per week & may 
require pupils to stay in 
school (although not all if 
on alternative curriculum). 
Ǯ
school, I will not be allowed to go to 	ǯǤ FS can be used as external motivation for positive behaviour in school, which may include a reduction in swearing and 
smoking (although better behaviour is still 
seen more at Forest School than in school). 
 B  
D  
K 
9f 
Opportunities (space and 
resources) exist for free 
play without adult agenda. 
Young people are not restricted or 
embarrassed about playing or role-play. 
Young people develop social skills which 
support their relationship building and 
limits conflict. 
 B 9g 
Forest School staff can be a 
positive role model who Ǯǯ
developing a positive and 
trusting relationship. 
Young people are not inhibited to talk 
about their feelings or experiences to 
Forest School staff. 
Young people develop emotional literacy 
and ability to reflect on their experiences. 
 A B C 
Ep.7,12 
9h 
Vast amounts of free space 
in the environment (not a Ǯǯ
environment). 
Children do not feel physically trapped 
and are able to see around them. 
Young people feel safe (not under threat) 
within the environment and behaviour is 
more compliant, in comparison to school. 
 A 
C 
9i 
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10. Enabling Aspects   
 
Context Mechanism Outcome Source Data  
Senior Leadership Team at 
school and Environmental 
Centre support the 
programme by giving it 
time and believe it has 
positive effects. 
Forest School Leaders can be 
autonomous and feel trusted to 
implement the ethos of Forest School 
(including child-led, relaxed 
atmosphere). 
The programme continues and is not 
undermined by professionals with 
different agendas such as academic results. 
The FSLs can promote a child-centered 
approach which supports positive 
outcomes for the pupils.  
 A  
B  
C 
10a 
An additional adult from 
school attends who 
understands and supports 
the Forest School ethos. 
This increases the adult: 
child ratio. 
All adults promote the same, child-
centered approach and the additional 
adult can share information with the 
Forest School leaders and support the 
programme through additional 
supervision. 
Young people understand the Forest 
School ethos because the adults have a 
consistent idea of what it is. Forest School 
leaders understand the needs of the child 
because of good communication. 
 A  
C 
10b 
A skilled Forest School 
leader embeds a child-led 
ethos, has a high level of 
practical skills and can 
relate to the young people. 
ǯpractical 
skills which motivates them to learn the 
skills too  
A positive and motivated working 
relationship is established. 
 A B 
D C 
Ep.2,4,5, 
7,12 
10c 
The Forest School site is 
sufficient distance from 
the school site. 
Young people understand that the rules 
and boundaries are different from 
school.  
ǯ
positive.  
 D 10d 
Wood is large enough for 
groups to have their own Ǯǯ
have to share with others. 
ǯ jealous or upset if 
the camp is shared and/or their 
creations get moved. 
Prevents anger or poor engagement.  B 10e 
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11. Hindering Aspects  
 
Context Mechanism Outcome Source Data  
Bad weather conditions. ǯ	Ǥǯ
children to school for fear they will have 
to go to Forest School in the wet. 
Forest School is cancelled or staff/children ǯǤǯ
a FS day. 
Swarbrick, 
Eastwood and 
Tutton (2004)  
C 
D 
11
a 
The rules at Forest School 
are different to school and 
staff may allow behaviours 
which would not be 
acceptable in school (e.g. 
some swearing). 
Some members of staff may consider 
Forest School inappropriate due to 
children having little consistency in terms 
of overall behavioural expectations. 
Tension is caused between Forest School 
staff and school staff which may threaten ǯ 
successfully. 
Davis and Waite 
(2005) 
K 11
b 
Environment is new and 
some children may lack 
experience in a woodland 
setting. 
Children may feel frightened of the risks 
at Forest School (e.g. using knives and 
lighting fires) and the lack of visible 
boundaries.  
Children experience a negative emotional 
response (fear) and may not want to 
attend Forest School. 
Davis and Waite 
(2005) 
K 11
c 
ǯ
personal preferences, 
experiences or SEN and 
lack of information for FS 
staff about these. 
Young people may find it difficult to cope 
with changes in their environment or is 
not motivated to go to Forest School due 
to increased anxiety or dislike of the 
environment and/or activities. 
Forest School staff change environment 
but young person may refuse to attend or 
participate in the activities. Forest School 
leaders are likely to raise this with school 
and arrange for someone else to come in 
their place. The Forest School experience 
is voluntary.  
 
 A 
C 
D 
H4  
K 
11
d 
Exterior influences on the 
child/young person (e.g. 
unstable home life). 
Young person may have difficulties 
concentrating due to feeling distracted by 
external influences.  
Engagement with Forest School is 
hindered and their post-school path is 
undesirable (e.g. they enter the criminal 
justice system) 
 A 
B 
11
e 
Financial limitations to 
school budget. 
Funding is withdrawn for the 
programme/too many children sent so 
adults do not have time for individuals. 
Forest School is not a success because 
quality relationships between adults and 
children cannot be built or maintained. 
 B 
C 
11f 
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Future development: 
Access for wheelchair users (Swarbrick, Eastwood and Tutton, 2004).  
Need for policy makers to have a strategic overview and plan of how FS will be used (Borradaile, 2006) 
Children benefit from more than 14-weeks of the programme (Archimedes Training, 2011) 
Children from special schools to attend at a younger age (Participant A+B) 
Need for Forest School leaders to have adequate background information on a child (Participant A) 
More links between Forest School and the curriculum in school (Parent G4)
If FS staff cannot take a full 
class, children are back in 
lessons in school with other 
pupils who do not attend 
Forest School. 
Children may be with peers who they do 
not have good relationships with and this 
may interfere with learning in school. 
Progress made at Forest School 
(confidence/motivation/engagement) is 
not transferred to a school setting. 
 C 
J3 
K 
11
g 
Free choice and child-led 
activities mean young 
people may choose to sit 
quietly rather than get 
involved in an activity. 
FSL judge whether quiet time is needed 
by the young person or they are choosing 
to not engage. 
FSL has to motivate young person to stop 
them getting bored.  
 A 
H4 
K 
11
h 
 
